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The purpose of this qualitative study was to examine teachers’ perspectives of the key
factors contributing to the retention of rural teachers who entered teaching through an alternate
route certification program in Mississippi. It was specifically the goal of this study to understand
how alternatively certified teachers perceive their own characteristics (e.g., teacher preparation,
personal experiences), school conditions (e.g., students, administration), and compensation (e.g.,
salary, benefits) to be related to their decision to remain in the profession. In this study, 9 rural
alternate route teachers were interviewed from 8 schools in Mississippi. The research questions
were: (1) How do rural alternate route teachers who stay describe their decision to continue
teaching in terms of teacher characteristics?; (2) How do rural alternate route teachers who stay
describe their decision to continue teaching in terms of school conditions?; and (3) How do rural
alternate route teachers who stay describe their decision to continue teaching in terms of
compensation? Sher’s (1983) rural retention 3 C’s framework provides a model for
understanding retention. Sher proposed that attracting and retaining teachers in rural schools is a
function of 3 C’s: teacher characteristics, school conditions, and compensation.

The data revealed that for teacher characteristics teacher preparation that included
practice teaching combined with coursework was important, and participants valued experience
working/teaching children. Data also revealed school conditions factors as student were a source
of satisfaction for teachers, most teachers had little induction and mentoring support, teachers
lacked administration and collegial support, and teachers found networks of support outside the
school setting. The data revealed that the relationship between compensation and retention is
complex, and that compensation was less important than intangible benefits. Although the study
failed to find a simple and direct cause of retention, these findings do provide further insight into
teacher retention. The findings of the study suggest implications for teacher preparation, school
districts, and policy.
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CHAPTER I
INTRODUCTION
Perhaps no other problem has plagued the United States education system for as much
and as long as have teacher shortages. An unprecedented number of teachers retiring, coupled
with a decrease in new teachers coming into the profession, have helped create a massive need
for teachers. Student enrollments in public schools have reached new highs and have exceeded
50 million (Sutcher, Darling-Hammond, & Carver-Thomas, 2016). For these reasons, almost 2.2
million teaching positions were projected as needing to be filled in the first two decades of this
century (Feistritzer, Harr, Hobar, & Scullion, 2005). Even with the addition of new teachers from
alternate routes, teacher shortages have continued. Although a number of unprecedented factors
have contributed to the current teacher shortage crisis, these shortages are exacerbated by
attrition, as the number of teachers leaving the profession is increasing across many school
districts in the United States (Ingersoll, 2006).
Even with retirement, enrollment increases, and fewer new teachers, research suggests
that teacher attrition and turnover is the largest contributor to the teacher shortage. The annual
teacher turnover rate is between 15 and 17% nationally, and while about half of those teachers
move to other schools, the other half, about seven to nine percent, leave the teaching profession
altogether (Carroll, 2007; Darling-Hammond, 2010; Harrison, 2006; Ingersoll & Smith, 2003).
Alarmingly, the largest portion of attrition is attributed to new teachers—over one-third of
teachers leave the profession in their first three years, at a projected replacement cost of 2.2
1

billion dollars (Alliance, 2005). As well, estimates are that by the end of five years, between 40
and 50% of all new teachers have left teaching (Darling-Hammond, 2010; Ingersoll, 2004;
Ingersoll & Smith, 2003). The greatest teacher shortages exist and are predicted to continue to
exist for hard-to-staff schools in urban and rural settings (Ingersoll & May, 2011; Monk, 2007).
Teacher attrition is not evenly distributed among schools. Studies (Boyd, Grossman,
Lankford, Loeb, & Wyckoff, 2006; Hanushek, Kain, & Rivkin, 2004; Ronfeldt, Loeb, &
Wyckoff, 2013) have not only characterized teacher turnover as substantial, but as critical in
those schools labeled “at-risk,” with attrition double that of the national average or more in
schools that serve low income and minority students. As a result, many of the nations’ high
needs schools are often staffed by new teachers or those with little experience (DarlingHammond, 2010; Ingersoll, 2007; Kini & Podolsky, 2016; Simon & Johnson, 2013). In
particular, rural schools, especially low-income rural schools, can have attrition rates that are
significantly higher than the national average, and may lose as many as 30 to 50% of teachers
each year (Monk, 2007).
Alternate Route Certification
One widespread response to the shortage of teachers has been alternate route pathways.
Alternate route (AR) teacher certification programs were first developed in the 1980s in New
Jersey as a way to address the demand for teachers. From that first program in 1985, AR teacher
certification programs have grown exponentially, and as of 2009, all 50 states and the District of
Columbia have AR programs, and at least one-third of all new teachers being hired are from
alternate routes (Feistritzer, 2009; Grossman & Loeb, 2008). The number of AR certified
teachers is even higher in certain states, with some states, such as Mississippi, certifying as many
AR teachers as traditionally prepared teachers (Boggan & Jayroe, 2012). As well, teachers
2

certified through an AR program has been one way to increase the number of teachers to staff
hard-to-staff or “at risk” schools, which have high turnover rates.
Alternate certification was initially viewed as an answer to endemic shortages of
qualified teachers for urban schools, which have typically had more shortages and attrition than
suburban or urban middle class schools. However, rural schools have come to rely on AR
teachers as well. In 2018 more AR teachers were teaching in hard-to-staff schools, whether urban
or rural. Retaining teachers prepared in AR programs is critical, then, particularly in hard-to-staff
schools, including rural. Investment in AR programs is futile if the newly prepared teachers
abandon teaching.
Studies on the retention of teachers prepared in AR programs indicate these teachers have
similarly high numbers of attrition when compared to traditionally prepared teachers. While
attrition is higher for all teachers at hard-to-staff schools, often these schools employ higher
numbers of AR certified teachers. Therefore, attrition affects those AR teachers at higher rates as
they leave hard-to-staff schools (Boyd et al., 2006). The retention of AR teachers becomes, then,
an important consideration for those who advocate this route for increasing the teaching force.
Statement of the Problem
The state of Mississippi suffers from teacher attrition, especially in rural areas, which
comprise much of the state. Attrition is a financial drain on school resources that must be used to
replace teachers who leave at high numbers before becoming skilled. Attrition also costs
students, whose achievement suffers when they are continually taught by novice teachers who
are learning to teach. Therefore, increasing retention in Mississippi rural schools becomes a
critical issue. Since about half of Mississippi’s teachers come from alternate routes, increasing
the retention for those teachers is of utmost importance.
3

Purpose of the Study
The purpose of this study was to examine teachers’ perspectives of the key factors
contributing to the retention of rural teachers who entered teaching through an AR certification
program in Mississippi. It was specifically the goal of this study to understand how AR certified
teachers perceive their own characteristics (e.g. teacher preparation, demographics), school
conditions (e.g., students, administration), and compensation (e.g., salary, benefits) to be related
or pertinent to their decision to remain in the profession. It was hoped that a qualitative analysis
of teachers who have remained teaching would help teacher educators understand the factors
contributing to the retention of those who were AR certified. Finally, the description and
examination of these perspectives of factors influencing teacher retention may provide
information that will inform future policy for teacher education. Rural AR certified teachers were
interviewed for insight and understanding into the factors that contributed to their retention.
Research Questions
In order to examine the teachers’ perspectives of the key factors contributing to retention,
the specific research questions were:
1. How do rural alternate route teachers who stay describe their decision to continue
teaching in terms of teacher characteristics?
2. How do rural alternate route teachers who stay describe their decision to continue
teaching in terms of school conditions?
3. How do rural alternate route teachers who stay describe their decision to continue
teaching in terms of compensation?

4

Framework of the Study
The framework of this research study is based on a model for understanding retention
proposed by Sher (1983). Sher proposed that attracting and retaining teachers in rural schools is a
function of the three C’s: characteristics, conditions, and compensation. According to Sher
(1983), characteristics of individual teachers, conditions at the school workplace and
surrounding environment, and compensation, including salary and benefits, impact teachers’
decisions to accept and remain in teaching positions. While additional literature summarizing the
research that supports each of the three C’s is presented in chapter two, I will provide a brief
summary of each component of the framework here.
Teacher characteristics refer to the presence of personal qualities related to background,
demographics, preparation for teaching, and personal experience. The framework suggests that
teacher characteristics influence teacher retention. This is consistent with Allen (2003) who
noted a positive relationship existed between preservice training and retention. Other researchers
have found that teachers who teach certain subjects and have higher academic ability leave
teaching at higher rates (Boyd, Lankford, Loeb, & Wyckoff, 2005; Ingersoll & Perda, 2010). In
these and other ways, individual teachers’ characteristics can influence their decision to remain
in the profession and at a particular school.
Conditions refer primarily to working conditions and environmental surroundings.
Working conditions such as the classroom and facilities, new teacher support such as induction
and mentoring programs, collaboration with colleagues, and administrative leadership are all
features of the conditions of the workplace that influence teachers’ decisions to remain in the
profession. Less attractive working and living conditions are associated with decreased retention,
and increased recruitment difficulties (Berry & Hirsh, 2007). Several researchers suggest that
5

new teacher support including induction and mentoring increase retention of new teachers (e.g.,
Ingersoll & Strong, 2011). Other researchers have found that effective administrative support
also contributes to teacher retention (Allensworth, Ponisciak, & Mazzeo, 2009; Boyd et al.,
2011). Teachers’ perceptions of their working conditions can influence alternatively certified
teachers’ decision to stay.
Teacher compensation, the final C, includes salary, incentives, loan repayment, and any
other benefits provided to the teacher. Compensation, including all benefits, influences teachers’
decisions to stay or leave teaching. Kirby and Grissmer (1993), for example, reported that
teacher salary had a positive relationship to teacher retention. Other research shows that teacher
compensation is one of the most important variables regarding teacher retention (Allen, 2005;
Monk, 2007).
Sher’s (1983) model is that rural teacher retention is a function of the three C’s:
characteristics, conditions, and compensation. Although Sher’s model was developed in the
context for rural teachers, it can be applied to understand the factors that moderate the retention
of AR teachers because those factors may impact teachers in different ways who enter the
profession in non-traditional ways. In this case, what is not known is how AR teachers in rural
schools experience those factors. The purpose of the research study is to examine teacher
perspectives’ about the key factors contributing to the retention of rural teachers who entered
teaching through an AR certification program in Mississippi. Therefore, Sher’s retention model
will provide a framework for understanding the nuances of AR teachers who remain in the
profession.

6

Significance of the Study
This study may contribute to retention and attrition and AR literature by examining
teachers’ perspectives of the factors that contribute to the retention of rural teachers prepared
through AR programs. This study may also contribute to understanding about why rural teachers
persist in difficult to staff schools. Additionally, this better understanding may lead to more
effectively designed AR programs and teacher induction and mentoring programs that may
provide support to retain teachers in hard-to-staff rural schools.
This dissertation may also contribute to the existing research on retention and attrition of
AR teachers. To date, research on AR teacher retention has mostly focused on attrition in general
through quantitative methodology using large data sets. Very little qualitative research exists on
retention, particularly retention of rural teachers prepared in AR programs. Therefore,
understanding teachers’ perspectives of the factors that contribute to their retention may provide
insight as to design parameters to better support teachers, both preservice and inservice, thus
potentially increasing retention.
In chapter two, which is the literature review, I begin with an examination of the history
of AR programs, and descriptions both nationally and at the state level. I discuss retention and
attrition at the national level, related to new teachers, and in Mississippi. I then explore the
problem of attrition in Mississippi related to rural education. Lastly, literature related to
variables found to be significant in the retention of teachers, including the three C’s of Sher’s
(1983) framework: teacher characteristics, conditions, and compensation are described.

7

Definition of Terms
Administrative support – refers to administrators who are leaders in school at the building level
or central office and the support that they offer in terms of leadership, organization,
programs, as well as federal mandates such as testing.
Alternate route (AR) – refers to individuals who have earned a non-teacher education bachelor’s
degree from an accredited college/university and obtain certification through an alternate
route program (Mississippi Department of Education, n.d.).
Certified teacher – refers to a teacher who has earned a standard teaching certificate after
meeting all state mandated requirements.
Hard-to-staff schools – schools located in rural, urban, poor, and/or at-risk areas that make
staffing difficult.
Induction program – refers to a structured process of teacher learning, conducted on-the-job,
where novices are prepared in stages over the first few years of teaching (Ingersoll &
Strong, 2011).
Mentoring – refers to pairing an experience teacher with a novice teacher for the purpose of
support and guidance (Wong, 2004).
Out-of-field teaching - occurs when teachers must teach outside of their area of expertise or
certification.
Preservice training – refers to training that occurs before officially beginning a teaching job.
Rural schools – schools that are located in a rural area, generally defined as less than 2,500
residents.
Standardized testing – testing formats which are identical regardless of geographical location or
district funding.
8

Teacher attrition – refers to teachers who leave their position for administration or leave
teaching.
Teacher migration – refers to teacher movers, i.e. teachers who move schools and/or districts but
continue to teach in a classroom.
Teacher retention – refers to teachers who continue teaching within the same school or the same
district, i.e. teacher stayers.
Teacher turnover – refers to both teacher attrition and teacher migration (Ingersoll, 2001).
Traditional teacher certification - For a teacher to be traditionally certified in Mississippi, a
specific program of study at the university level must be completed. In addition, a
subject area content exam, PRAXIS, must be taken and appropriate scores obtained.
Last, each individual who pursues this type of certification must successfully complete a
student teaching experience.

9

CHAPTER II
LITERATURE REVIEW
The purpose of this study was to examine teachers’ perspectives of the key factors related
to the retention of rural teachers prepared in AR certification programs. The research questions
were:
1. How do rural alternate route teachers who stay describe their decision to continue
teaching in terms of teacher characteristics?
2. How do rural alternate route teachers who stay describe their decision to continue
teaching in terms of school conditions?
3. How do rural alternate route teachers who stay describe their decision to continue
teaching in terms of compensation?
This review of related literature begins with an examination of the history of AR
programs, and descriptions both nationally and at the state level. Retention and attrition are
discussed next including research on attrition at the national level, new teacher retention, and
teacher turnover in the state of Mississippi. The review of the literature then explores the
problem of attrition in Mississippi related to rural education. This is followed by literature
related to variables found to be significant in the retention of teachers, including the three C’s of
Sher’s (1983) framework: teacher characteristics, conditions, and compensation.

10

Alternate Route Certification
History of Alternate Route Programs
For much of the history of formal teacher education in the United States, teachers had
multiple pathways into teaching, not just at the university. Some of these were seminaries, high
schools, normal schools, teacher institutes, teachers’ colleges, and community colleges. In fact,
until recently most teachers came through what might be now called alternate routes. This even
included a number of teachers prepared in local school districts, whose programs were part of the
public school system. It was only from about 1960 through 1990 that most preservice teacher
education took place in colleges and universities (Baines, 2006; Grossman & Loeb, 2008).
From about 1960 on, teachers could be certified to teach through a preservice program at
a university or college. However, schools could give short-term emergency certification, which
was generally a short-term license or certification allowing a teacher to teach for a year (Dill,
1996). Additionally, in order to fill positions, as early as 1982, some states, such as Virginia,
created a provisional teaching certification, so that individuals who did not have an education
degree could take nine credit hours during the first two years of teaching in lieu of student
teaching. Their goal was to accommodate career changers, a theme common to many AR
programs (Cornett, 1990).
However, the certification process changed in the mid-1980s, when New Jersey initiated
an AR certification process which was followed by Texas in 1985 and California soon after
(Feistritzer et al., 2005; Klagholz, 2000). These first states were looking at ways to alleviate
teacher shortages and fill hard-to-staff teaching positions, primarily in urban schools. They
hoped the AR certification process would eliminate the need for emergency certification and
create a program for those already holding a college degree but lacking practical experience and
11

certification (Feistritzer, 2008). The first state to have an AR program was New Jersey
(Klagholz, 2000).
New Jersey’s Alternate Route Program
In September 1985, New Jersey unveiled its AR program, a result of more than two years
of study and discussion. Its goal was to solve the problem with quality and quantity of new
teachers, unlike the emergency certified teachers with temporary permits (Klagholz, 2000). The
New Jersey State Department of Education proposed seven regional training centers that would
provide 200 hours of instruction to teacher candidates. Candidates’ qualifications included (1) a
bachelor’s degree; (2) passing a competency test in subject matter to be taught; (3) 30 credit
hours or equivalent work experience in the subject to be taught or, for elementary teachers, 30
credit hours in any single field; and (4) approval of the individual by district personnel according
to carefully outlined criteria. A key ingredient was district-based supervision of all candidates for
the first year (Cooperman & Klagholz, 1985). Since then, AR programs have become
widespread in the U.S. (Feistritzer, 2009).
Alternate Route Programs Growth
From that first program in New Jersey in 1985, AR teacher certification programs have
grown exponentially, and nearly all 50 states and the District of Columbia have AR programs,
although these programs vary significantly. At least one-third of all new teachers being hired in
the United States come from alternative routes (Feistritzer, 2009). The number of AR certified
teachers is even higher in certain states, with some states certifying as many AR teachers as
traditionally prepared teachers, while other states certify teachers through AR programs at much
lower percentages (Feistritzer, 2009).
12

AR programs can vary from program to program. All require that candidates have an
undergraduate degree and pass required tests of content knowledge. Some programs have
requirements for internships and coursework, resulting in an additional degree. But in general
AR programs move candidates directly into the classroom and provide other types of mentoring
and support on the job (Grossman & Loeb, 2010). In spite of the streamlined approach, AR
teachers generally assume full responsibility for teaching classrooms and have the same or
equivalent licensure as their traditionally prepared colleagues.
National Alternate Route Programs
Nationally, there are a number of AR programs. One of the first and most well known is
Teach for America (TFA), an AR program that began in 1990, with 489 members teaching in six
regions of the United States. TFA recruits high-performing college graduates to teach in hard-tostaff urban and rural schools for two years with the stated intention of helping close persistent
achievement gaps in public education. Wendy Kopp, Princeton alum, proposed the plan of
recruiting high-performing college graduates to become teachers. TFA is distinguished from
most other AR programs because it is highly selective. The top 10% of applicants are chosen and
trained for five weeks in the summer, and become the teacher of record in the fall. With funding
from many sources, the teacher corps expanded from 489 new teachers in 1990 to 6,900 in 2016.
They teach pre-K through Grade 12 in 53 regions across the United States (TFA, 2017).
Another national program is Troops to Teachers (TTT). TTT was established in 1993 to
assist transitioning service member and veterans in beginning new careers as K-12 teachers.
Funded by the Departments of Defense and Education, TTT has seen 20,000 veterans transition
to a career in education. Specifically, their goals are to provide motivated, experienced, and
dedicated personnel to staff the nation’s classrooms, to increase the number of male and minority
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teachers in the classroom, and to help address teacher shortages in schools that serve low-income
families and in the critical subjects-math, science, special education, foreign language, and
career-technical education (TTT, 2017).
Another national AR program is The New Teacher Project (TNTP) founded in 1997 by
Michelle Rhee, a former chancellor of Washington D.C. public schools. TNTP began as a
partnership with urban districts to staff struggling schools and recruit talented new teachers, and
now TNTP is an approved AR program in seven states. According to their website, TNTP is a
rigorous alternative certification program that recruits and trains talented career changers and
recent college graduates. After completing an intensive summer training program and securing a
teaching position, teachers are enrolled in TNTP Academy, which provides personalized
coaching and feedback during the first year or years of teaching. Each candidate must prove after
training that they meet the standards for certification, and then be recommended for certification.
TNTP’s goal is to expedite the certification process for individuals such as recent graduates and
career changers to teach in urban schools (TNTP, 2017). These national AR programs, and
others like those in New Jersey, paved the way for AR programs in Mississippi, which are
described next.
Mississippi Alternate Route Programs
Since this study concerns Mississippi, a look at the history of alternate routes to teacher
certification and current programs in the state is provided next. The Mississippi Education
Reform Act (MERA) of 1982 is mainly remembered for enacting mandatory public kindergarten
and compulsory school attendance (the last state to do so). However, MERA also addressed
teacher quality by noting that too many school districts were relying on emergency certification
to staff positions, especially in rural areas (Ward, Hart-Hester, & Love, 1987).
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In addition to emergency permits, districts unable to secure a certified teacher could make
use of provisional permits. This special Class B permit could be issued to individuals with 90
semester hours of credit completed through an approved teacher education institution. The
Special Class B permit allowed those who did not have a college degree to teach for one year
under the supervision of the district while pursuing a bachelor’s degree. The permit was
renewable annually upon completion of six semester hours of credit applicable toward a standard
Class A certificate (Herring, 1997).
The first official “alternate certification” in Mississippi was in 1986. However, this
alternate route was a change in name only—and had very similar requirements to what existed
then as the emergency license. The MDE would award a one-year AR license to a person who
held a non-teaching bachelor’s or higher degree from a regionally accredited university or
college and who scored at or above the 51st percentile on the Core Battery and Specialty Area of
the National Teacher Examinations (NTE). A candidate had three years to complete 12 hours of
additional coursework, and then was granted an AR certification (Herring, 1997). In Mississippi
at the time, this certification through an alternate route was designed to reduce the use of
emergency certification, but there were few real changes other than the renaming. Many other
states made similar changes to their emergency certification by renaming them alternate routes
without making significant changes to the requirements (Feistritzer, 2008).
Another early AR program in Mississippi was the Mississippi Teacher Corp (MTC).
MTC was formed in 1989, around the same time as the national organization TFA. The founders
envisioned college graduates from other states coming to teach in Mississippi in order to fill
teacher shortages especially in rural areas such as the Mississippi Delta. When it launched, the
program required (and paid for) six weeks of training, including four weeks in a summer school
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classroom under supervision. After completing this preparation, MTC participants made a
commitment to teach for one-year in a rural Mississippi classroom. In 1993, MTC became part
of the University of Mississippi as a two-year post-bachelor’s alternate route program offering a
Master of Arts (MAT) degree. The Mississippi Legislature fully funded the program in 1994.
The benefits to the participants are guaranteed job placement, intensive training and a class A
teaching license, full scholarship toward MAT degree, a summer training stipend, follow up
mentoring and support during the first years of teaching (MTC, n.d.)
In 1995, the MDE updated AR certification to require twenty-four semester hours in the
endorsement area, and after securing a teaching position, the applicant was issued a provisional
AR certification for three years. During the three years, the applicant was required to complete
nine semester hours in pedagogy, and to attain 100% of the competencies on the Mississippi
Teacher Assessment Instrument (MTAI). Applicants were then issued a standard certificate at
the end of the provisional period (Herring, 1997).
Current Alternate Route Programs in Mississippi
Mississippi’s AR programs began, changed, and grew during the 1980s, 90s, and first
decade of the 21st Century. At this point in time, there are several AR programs in the state for
teachers with a non-teacher education bachelor’s degree from an accredited college/university.
Currently there are four methods of obtaining certification through an alternate route: Teach
Mississippi Institute (TMI), Master of Arts in Teaching (MAT), Mississippi Alternate Path to
Quality Teachers (MAPQT), and the American Board for Certification of Teacher Excellence
(ABCTE). Each program is described below.
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Teach Mississippi Institute (TMI). The first of these programs, TMI, requires an
undergraduate degree and provides licensure for Grades 7-12. Of Mississippi’s eight public
universities, four offer the TMI program. TMI participants must have an ACT of twenty-one or
achieve the nationally recommended passing score on the Praxis Core Academic Skills for
Educators examinations, have no less than 2.75 GPA on content coursework in the requested
area of certification or passing Praxis II scores at or above the national recommended score, and
have passing scores on the Praxis II Specialty Area Test. After the candidate is accepted, training
takes place at one of the universities for an eight-week training session in the summer. The TMI
program at the University of Mississippi is online. Upon the completion of the summer program,
the candidate receives a three-year AR license. After the completion of a one-year internship
period with a mentoring and induction program in a local school district, and recommendation by
the local school district, the TMI teacher is eligible for a renewable five-year AR license (MDE,
n.d.).
Master of Arts in Teaching (MAT). The second of the Mississippi Alternate route
programs is the MAT that is authorized by MDE and offered by all eight of Mississippi’s public
universities and four private Mississippi colleges. In this program, applicants must meet program
entrance requirements. As with all AR programs, a bachelor’s degree is required in addition to a
21 ACT equivalent or passing score on the Praxis Core Academic Skills for Educators
examination, no less than 2.75 GPA on content coursework in the requested area of certification
(provided that the accepted cohort of candidates meets or exceeds a 3.0 GPA on pre-major
coursework), and passing Praxis II and Praxis II Specialty Area Test scores. Upon completion of
six hours pre-teaching course requirements and program completion verification, the applicant is
granted a three-year AR license. After completing an additional six semester hours including the
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internship required by the participating institution, the applicant is granted a renewable five-year
AR license (MDE, n.d.).
The TMI and the MAT programs both involve initial training at a four-year college
before the candidate receives any type of license. In addition, the MAT candidate can continue in
the program leading to a Master of Art’s in Teaching degree, which leads to a AA license and
slightly higher pay scale than teachers with the standard A license. Neither of these programs
requires student teaching before entering the classroom as the teacher of record.
Mississippi Alternate Path to Quality Teachers (MAPQT). The MAPQT has similar
admission requirements as the TMI and MAT programs. MAPQT requires a bachelor’s degree
from an accredited university or college and similar content area GPA and ACT and Praxis
scores for admission to the MAPQT Program. Candidates must complete 90 clock hours of
training, or fifteen days of classes, at one of six local community colleges, and upon completion
the applicant is eligible for a non-renewable three years Educator License-Alternate route. To be
eligible for a renewable five-year license, the candidate must complete a new teacher practicum
(on Saturdays during first year of teaching and a local school district mentoring program); pass
an evaluation by the local school district after the first year of teaching; and complete a local
school district mentoring program during the first year of teaching (MDE, n.d.).
American Board for Certification of Teacher Excellence (ABCTE). The fourth and
newest Mississippi AR program is the ABCTE passport to teaching program, which was
approved in May 2006 by the Commission on Teacher and Administrator Education,
Certification and Licensure and Development, a subcommittee of the MDE. As with the other
AR programs, the applicant must hold a bachelor’s degree from an accredited university, have a
21 ACT equivalent score or achieve a passing score on the Praxis Core Academic Skills for
18

Educators; and no less than 2.75 GPA on content coursework in the requested area of
certification or passing Praxis II scores; enroll in the ABCTE program, complete a pretesting
assessment, and pass the ABCTE Passport to Teaching exam. Upon completion, the applicant
receives a 1-year license. All that is required to become the teacher of record is to pass written
tests. After securing a teaching position, completing a one-year internship with a mentor, and
completing either six hours of MAT coursework, a three week MAPQT summer program, or a
MDE online professional development, the one-year license can be converted to a renewable
five-year AR License (MDE, n.d.).
Mississippi’s four AR programs certify over half of all new teachers each year in the
state. Because of the state’s reliance on AR programs, it is important to understand the factors
that support AR teachers’ retention in schools, particularly Mississippi’s hard-to-staff rural
schools. This next section of the literature review will summarize research about teacher
retention and attrition beginning with a national overview, followed by discussions of the
problem of attrition, new teacher attrition, costs of attrition, historical perspective, and attrition in
Mississippi.
Retention and Attrition
National Overview
While there are more students attending schools as well as shortages of teachers in
specific areas such as math, science, and technology, the teacher shortage problem is largely one
of teacher turnover (Ingersoll & Smith, 2003). Teaching has one of the highest turnover rates
among the professions, and as teachers make up 4% of the entire United States workforce,
teacher turnover impacts the nation (Harrison, 2006). As Ingersoll and Smith (2003) observed,
the number of K-12 teachers is twice that of registered nurses, and teachers outnumber other
19

professions, such as lawyers or professors by a 5-to-1 margin. The annual teacher turnover rate is
about 15% to 17% nationally. While about half of that proportion move to other schools the
other half (about 7-9%) leave the teaching profession altogether. The significance is staggering
(Carroll, 2007; Darling-Hammond, 2010; Harrison, 2006).
Because so many teachers leave the profession, more and more teachers need to be hired
annually to replace those lost to attrition. In 2000, approximately 150,000 new teachers were
hired to replace those that left teaching. Buchanan (2005) predicted in 2005 that the number of
new hires will have to increase to 220,000 a year just to keep up with the need. In 2002, the US
Department of Education predicted that an unprecedented one million teachers would retire over
the next five to six years, which, combined with fewer teachers coming into the profession and
exacerbated by teacher attrition, would create a massive need for teachers unseen before. This
according to the National Center for Education would require that 2.2 million teaching positions
to be filled over the next 10 years (Feistritzer et al., 2005). As well, teacher turnover increased as
reported in 2008 by the National Center for Educational Statistics (NCES) to a rate of 17% by
the 2003-2004 and then 16% in 2004-2005. This number represented a loss of over 621,000
teachers from the 5.5 million employed to teach in public and private schools across the nation.
Statistically speaking, the overall teacher attrition rate for each of these years was equivalent to
two-thirds of the total number of middle school teachers employed in the United States (NCES,
2008).
A Problem of Retention
The teacher shortage problem is not really a true teacher shortage problem. In fact, there
are generally enough new teachers to meet each year’s staffing demands. Rather, the crisis lies in
the fact that the number of teachers leaving the profession continues to increase and is beginning
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to overwhelm the system. Over the past few years, the number of teachers leaving the profession
has exceeded the number of those entering the profession by 20 to 23%. According to some
researchers, the teacher shortage is not a reflection of fewer people pursuing this career path, but
rather a reflection of the inability of schools to retain teachers (Hammer & Williams, 2005;
Ingersoll, 2006).
Several studies examined the teacher shortage in depth (Ingersoll, 2002; NCTAF, 2002).
The National Commission on Teaching and America’s Future (NCTAF) explored the national
teacher shortage as a symptom of teacher attrition and teacher turnover. The authors explained
that the national labor market of teachers was sufficient to staff the classrooms of America, but
the problem was not the pool of teacher graduates; rather, it was the numbers of teachers who left
the classroom. Attrition of teachers leaving the field before retirement was three times that of
attrition due to retirement (NCTAF, 2002). Ingersoll (2002) described the problem of teacher
shortage as one of attrition and retention. He pointed out that the problem is attrition rather than
attraction, and underscored that recruitment of more teachers would not solve the problem if half
of the teachers leave within the first five years. Ingersoll (2002) further defined teaching as a
“revolving door…occupation in which there are relatively large flows in, through, and out of
schools” (p.42). This revolving door is costly to the nation.
Since then numerous researchers (Boyd et al., 2005; Hanushek et al., 2004; Ronfeldt,
Schwartz, & Jacob, 2014) have not only characterized teacher attrition/turnover as substantial,
but as critical in those schools labeled “at-risk.” In urban schools, rural schools, and hard-to-staff
schools, teacher attrition rates are much higher than the national average of 7-9%. Teacher
attrition is higher for certain content areas such as math, science, and technology (DarlingHammond, 2010). The high rate of teacher turnover makes it extremely challenging to attract and
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to retain effective teachers. As a result, many of the nation’s most needy schools are often staffed
by new teachers or those with little experience (Darling-Hammond, 2003, 2010; Ingersoll, 2004,
2007; Kini & Podolsky, 2016). Teacher attrition affects teacher quality and also affects those
schools at highest risk. Some of the most needy schools have the highest teacher attrition rates,
with rates in poorer schools twice that of wealthier schools, and are much less likely to have an
experienced teacher (Darling-Hammond, 2010; Lankford, Loeb, & Wyckoff, 2002; Loeb,
Darling-Hammond, & Luczak, 2005; Simon & Johnson, 2013). Additionally, in hard-to-staff
rural schools, teacher attrition can be significantly higher than the national average, with
averages of 30-50% (Monk, 2007).
New Teacher Attrition
Only a small part of teacher attrition can be attributed to retirement, as the vast majority
of attrition is from teachers leaving teaching in the beginning or middle of their careers. The 79% of teachers that leave teaching is not equally divided among the teaching profession. The
largest portion of attrition is attributed to new teachers. New teachers leave teaching at
astonishing rates compared to any other profession. Fourteen percent of new teachers leave by
the end of their first year. By the end of the third year, over one-third of all new teachers have
left, and by the end of five years, the number is dismal—40-50% of all new teachers have left
teaching (Darling-Hammond, 2003, 2010; Ingersoll, 2004; Ingersoll & Smith, 2003;
Maciejewski, 2007). The problem of teacher shortages is not just a problem of attrition, but also
a problem with new teachers leaving teaching in staggeringly high numbers.
According to Darling-Hammond (2010) many new teachers leave the profession but
come back to it later. However, taken as a whole, the number of new teachers leaving the
profession is a large part of the overall attrition rate. The NCES reported that 21% of all new
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teachers leave the profession in the first year and about 30% of the teachers quit within the first
five years (NCES, 2000). Current findings indicated similar trends and revealed widening
disparities by teaching experience across the nation. For the 2007-2008 school term, teacher
attrition among early career teachers was about 10%. In 2009 that number expanded to 12%
followed by higher numbers in subsequent years at a rate of 13 to 17% respectively (NCES,
2014).
Costs of Teacher Attrition
The cost of teacher attrition is high for the nation’s schools. Teacher attrition is an
enormous drain on resources, and not just financially (Alliance, 2005; Darling-Hammond, 2003;
Harris, Camp, & Adkinson, 2003; Ingersoll & Smith, 2003). A brief issued by the Alliance for
Excellent Education suggested some financial costs of high attrition: A conservative estimate of
the cost of replacing public school teachers who have dropped out of the profession is $2.2
billion a year. If the cost of replacing public school teachers who transfer schools is added, the
total reaches $4.9 billion every year. For individual states, cost estimates range from $8.5 million
in North Dakota to a half a billion dollars for a large state like Texas (Alliance, 2005). It is
unimaginable that the nation and states are spending billions of dollars on schools because of
attrition.
Teacher attrition costs schools in multiple ways that are not only financial. These include
costs to the school community, the districts, the professional community, and ultimately to
student achievement. Students who are continually taught by inexperienced teachers suffer from
lower achievement levels across the nation (Darling-Hammond, 2003; Ingersoll, 2001;
McCullough & Johnson, 2007; NCTAF, 2002). Ingersoll (2001) using data from both the
Schools and Staffing Survey (SASS) and the Teacher Follow-up Survey, said that teacher
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attrition costs schools in many ways besides financial. These costs are those that have the
capability of impacting not only school performance, but also the sense of community within the
school. Ingersoll said that “high levels of employee turnover are both cause and effect of
ineffectiveness and low performance in organizations” and that teacher attrition is an indicator of
“underlying problems in how well schools function” (p. 505). Teacher attrition is higher at
ineffective or low performing schools, as teachers tend to remain in successful schools and leave
those that are not (Ingersoll, 2001).
The above results of the costs of attrition were supported by the NCTAF in 2002 and
looked at costs of teacher attrition in specific areas: Teacher attrition forces administrators to
focus much of their time and money on hiring new staff. This means that administrators have
less time to spend on efforts to improve retention and promote quality teaching and learning.
Teacher attrition has financial implications for school districts. Every annual budget includes
allocations for teacher recruitment. If districts are losing about 16% of teachers every year, the
associated costs are tremendous. A study from Texas revealed the state’s annual turnover rate of
15.5% of all teachers, including 40% of teachers in their first three years, costs $329 million per
year. At the national level, the costs could go as high as $2.1 billion (Alliance, 2005).
Teacher attrition and high teacher turnover also affect the professional teaching
community. This high flow-through and turnover can undermine “a positive sense of community
among families, teachers, and students…which has long been held…to be one of the most
important indicators and aspects of successful schools” (NCTAF, 2002, p. 8). Teacher attrition
and turnover take away finances and time that could be spent on school reform. Instead of
placing an emphasis on any reform, each year the resources are used to replace and retrain
teachers. Many teachers leave before they complete or right after training, so the benefits are lost
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to that school. Other teachers, including the few who could serve as mentors, are stretched thin
and feel overburdened by the needs of their colleagues.
The most serious consequence of teacher attrition and turnover is that it diminishes
teacher quality and therefore student achievement. Inexperienced teachers are often less effective
than teachers with more experience. Teacher attrition forces administrators to continually fill
teaching positions with novice teachers, inexperienced teachers, or even non-certified teachers
(Darling-Hammond, 2003; Ingersoll, 2001; McCullough & Johnson, 2007).
As described in the previous section, teacher attrition is a national issue, not just an
urban, suburban or rural one. It costs students, schools, districts, professional communities, and
the overall community. These costs are not only just financial, but also academic, personal and
professional. Teacher attrition is costly, and the cost has significant implications for student
achievement, school reform, improvements in teaching, and learning communities. Constant
attempts to fill the “leaking bucket” of teacher attrition promote more teacher attrition as teachers
themselves are affected, both the ones who stay and the ones who leave.
Teacher Attrition - Historical Perspective to Current
Historically teacher attrition has been a concern in education. Grissmer and Kirby (1997)
showed a major increase in the demand for teachers in the 1960s to the 1970s, due primarily to
an increase in student enrollment, which had reached a record high. Therefore, in the next
decade, as these baby-boomers graduated from school, teacher need declined as the student
enrollment declined. At the same time, the teaching force had become mainly a middle-aged
mid-career teaching force. Total attrition rates were around 4-8% in the 80s. This trend was
reversed in the 1990s as student enrollment rates increased (Grissmer & Kirby, 1997).
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Projections of teacher shortages for the future made at that time were based on the very
large number of teachers who would be retiring, and thus forecasted a dramatic increase in the
demand for teachers in the next 15 years exacerbated by increasing student enrollment, mandates
from No Child Left Behind (NCLB), and a decrease in the teacher supply due to fewer graduates
and teacher attrition (Johnson, Berg, & Donaldson, 2005).
Teacher attrition rates have continued to increase over the years, thus increasing teacher
shortages. The NCES reported the proportion of public school teachers that “move,” “stay,” or
“leave” the classroom in the years 1988-89, 1991-92, 1995-96 and 2000-01. The percentage of
stayers declined from 86.5% (1988-89) to 84.9% (2000-01), and the percentage of leavers
increased from 5.6% (1988-89) to 7.4% (2000-01) (NCES, 2004).
In more recent work by the NCES, statistics were presented for “stayers” and “leavers”
for the 2004-05 school year. The data showed an additional decrease for “stayers” from 84.9%
(2000-01) to 83.5%, and the percentage of leavers showed an increase from 7.4% (2000-01) to
8.4% (NCES, 2004). These results underscore the need to understand and reduce teacher
attrition. Carroll (2007) addressed the shortage of teachers for the NCTAF that highlighted
turnover data and noted that teacher attrition has grown by 50% over the past 15 years. The
national teacher turnover rate has risen to 16.8% (Carroll, 2007).
More recently, Sutcher et al., in an extensive study of teacher supply and demand with
an overview of future teacher estimates, reported that a significant demand for teachers for 2017
and on that caused many concerns nationally. Based on the evidence available, the current and
coming teacher shortage is driven by four main factors: a decline in teacher preparation
enrollments, increasing student enrollment, lower pre-recession pupil-teacher ratios, and high
teacher attrition. These combined factors together are predicted to cause teacher shortages.
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However, of the four factors driving up teacher shortages, teacher attrition is the main reason
(Sutcher et al., 2016).
Based on the Schools and Staffing Surveys (SASS) from 2011-12 and the corresponding
Teacher Follow-Up Survey (TFS) from 2012-13, the overall public school teacher attrition rate is
calculated to be 7.68%. In 1989, the attrition rate was below 6%; however, this rate climbed to
8.4% in 2004, and has remained near 8% since. The difference between a 6% and 8% attrition
rate might seem trivial, reports the authors, but in 2015-16 alone, this is a difference of 63,000
teachers (Sutcher et al., 2016).
During times of teacher shortages, the focus is on hiring new teachers, but it is important
for many reasons to keep the teachers currently teaching in the classroom. Curbing attrition
would reduce projected shortages more than any other single factor. The researchers point out
that if the United States attrition rate (8%) could be reduced to 4%, closer to where it is in some
high-achieving countries such as Finland, Singapore, and Canada, the United States hiring needs
would be reduced (Darling-Hammond & Rothman, 2011). That alone would cut annual new
teacher demand by half. This huge reduction in demand would not only largely eliminate current
and future teacher shortages, but also, and perhaps more importantly, improve the quality of the
nation’s teachers by retaining more experienced teachers.
Attrition in Mississippi
The state of Mississippi, as does the nation, faces teacher shortages. For the 2011-2012
school year, a total of 3,930 teachers left the profession and 1,237 teachers retired. There were
2,381 teachers who entered the profession with no classroom experience. During the 2012-2013
school year, even more teachers left the classroom as 4,093 teachers left and more than 2,427
new teachers entered the classroom with no experience (Teacher shortage, 2013).
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Mississippi teacher shortages are unevenly distributed across the state. There are severe
teacher shortages in some of the poorer and rural areas of Mississippi. The Mississippi Critical
Shortage Act of 1998, whose purpose was to attract qualified teachers to geographical areas of
the state, defined critical needs districts in the state as those with 60 or more teaching positions
that have 10% of their teaching staff who are not highly qualified. The designation “not highly
qualified” includes teachers teaching out of field, teachers teaching with no certificate,
emergency licensed teachers, and long-term substitutes. For districts with fewer than 60 teachers,
that percentage is 15. Also included are districts where at least 30% of the teaching staff has
enough experience to retire. Based on these criteria, 48 of Mississippi’s 148 school districts are
in chronic critical teacher shortage areas (Kieffer & Mader, 2013; MDE, n.d.; Moore, 2017).
As well as problems with attrition, attracting teachers to needy schools is an ongoing
challenge. Schools with chronic critical teacher shortages are more likely to be located in rural
areas that may lack housing and other amenities that towns and cities offer which attract and
retain qualified teachers (Kieffer & Mader, 2013). Because attrition is particularly challenging in
rural schools, the next section addresses the characteristics of rural schools in particular.
Rural Education
Rural education is important because of the large number of students who attend rural
schools. Over 20% or about 10 million students in the United States attend a rural school, and
that number is only increasing. While rural schools are located in every state, about 60% of all
rural schools are concentrated in just 11 states, primarily in the south and southeast regions of the
United States, areas where there are associated issues of poverty, student dropout, and teenage
pregnancies (Johnson, Showalter, Klein, & Lester, 2014). Although there are many definitions of
rural, the National Center for Educational Statistics (2018) defines rural districts based on
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population density and proximity to a large urban area. Over 90% of Mississippi’s districts are
classified as rural.
Characteristics of Rural Schools
Rural schools are different from urban and suburban schools and may have some positive
characteristics that have been linked to higher student performance. Often the school is small,
which lends itself to an orderly climate. Parental and community support can be strong. There
are often positive school conditions with smaller teacher to student ratios, respect for teachers,
and higher school morale, which may result in improved student conduct. Students are generally
highly involved in school activities (Beckner, 1996).
However, linked with these positive school characteristics for small rural communities,
come challenges that do not generally affect their urban and suburban counterparts, as rural
schools may suffer from poor educational conditions. The sparse population base may lack
diversity, and geographic distance from larger towns may mean that rural communities lack
nearby resources that help city and suburban schools attract qualified teachers. Often rural areas
are also economically disadvantaged, and education opportunities are restricted. For many there
is an overlap of life and work, which means that the community is small and whatever is going
on at work also affects life outside of work, and vice versa (Beck & Shoffstall, 2005). Nationally,
rural schools make up 32.9% of all public schools. On average, 12.8% of students in rural areas
have an IEP. The percentage of adults with a high school diploma or less is 85.4%. Students
eligible for free or reduced lunch make up 46.6% of the national total, and the percent of rural
schools that are eligible for Title I comprise nearly 20% (Johnson et al., 2014).
Recruiting and retaining teachers is not only a common problem for many schools across
the nation, but especially for rural schools. The rural location may discourage teachers from
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locating there because of a lack of social life for teachers, especially young and unmarried
teachers. As well, rural teachers may lack colleagues in their field, contributing to their isolation.
Opportunities may be scant for professional interaction and development. Teachers in rural
schools are more likely to be teaching outside their field because of shortages and small school
size (Beck & Shoffstall, 2005).
Just as turnover is a problem for many areas of the country, it is often a significant
problem for rural schools. While the national teacher turnover rate is between 7-9% annually,
many rural schools experience much higher attrition rates, sometimes as high as 30 to 50%. One
of the reasons for these higher rates is salary deficiency. Rural salaries are often lower than in
suburban and urban schools. Other factors are social, cultural, professional, and geographic.
Often rural teachers are unprepared for the so-called “rural realities” which may demand
knowledge in multiple subjects and know-how in conducting a range of school activities.
Turnover in rural schools is high and generally for the same hard-to-staff positions. Generally
speaking, teachers are either long term with ties to the community or family, or they are short
term such as recent graduates who teach for a short while and move to another position or quit
altogether (Monk, 2007).
Rural Education in Mississippi
According to the Rural School and Community Trust’s report, Why Rural Matters 20132014: The Condition of Rural Education in the 50 States, and the NCES, Mississippi is one of
only three states where more than half of all students live in rural communities—Vermont
(57.5%), Maine (57.2%), and Mississippi (56.5%) (Johnson et al., 2014).
The report also named Mississippi as the highest priority rural state in the United States
based on five gauges used to determine an overall ranking: (1) the importance of rural education;
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(2) the diversity of rural students and their families; (3) the socioeconomic challenges facing
rural communities; (4) the educational policy context impacting rural schools; and (5) the
educational outcomes of students. Each of these gauges includes 4-5 categories.

Figure 1.
Mississippi

Urban-centric Coded Schools and NCES-designated Rural Schools Districts,
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The five average gauge rankings are combined to determine an overall average ranking, which is
termed the Rural Education Priority ranking, and the higher the ranking on a gauge, the more
important or more urgent rural education in a particular state (Johnson et al., 2014).
According to the report, Mississippi is the highest priority state, and was at or near the
top on all five gauges. More than half of all Mississippi schools are rural. Only two other states,
Maine and Vermont, serve a higher percentage of rural students or have a higher percentage of
state education funds going to rural districts. Mississippi’s rural schools have high rates of
minority and low family income student populations. The educational policy context ranking is
high with relatively large schools and districts, the nation’s seventh lowest teacher salaries, and
the fifth lowest instructional spending level. The educational outcomes reflect high ranking with
rural schools with poor scores on National Assessment of Educational Progress (NAEP) and the
lowest eighth grade math score in the nation (Johnson et al., 2014).
Not surprisingly, Mississippi also ranked highest on the socioeconomic challenges
indexed in the report, which are the strongest and most consistent threat to high levels of student
achievement. The indicators include number of students receiving free or reduced priced meals,
adult unemployment rates, graduation rates, median household income, and Title I eligibility.
Mississippi ranked number one with an average score of 6.0 in these areas. By comparison
Massachusetts had an average score of 44.8, Illinois scored 25.8, and even a large rural state such
as Montana scored 18.8. Mississippi was the state that ranked as the overall highest priority for
rural education (Johnson et al., 2014).
In order to overcome these challenges, Mississippi schools need quality teachers, and
improving retention of the teachers should be the goal. AR programs can provide quality
teachers for rural schools if those teachers stay in the profession. In the next section, the research
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literature concerned with the issue of alternate route teacher preparation in relation to the three
C’s is presented.
Research on Alternate Route Education
Teacher Characteristics
The first C of Sher’s (1983) framework, characteristics of teachers, includes gender, race
and ethnicity, age, being a career changer, teacher preparation and personal experiences. These
characteristics have been studied throughout the research with regard to retention. In addition to
providing more teachers to the teaching force, AR programs have increased the diversity of the
teaching force. Four particular areas that have been impacted by AR programs are gender, race
and ethnicity, age, and career changers (Cochran-Smith & Fries, 2001; Owings et al., 2006;
Zeichner, 2003). In particular, certain AR programs may attract more males, more minorities,
and older individuals than traditional preparation programs (Feistritzer, 2005; Suell &
Piotrowski, 2006).
Gender. Women have made up the overwhelming majority of the teacher workforce for
over a century. Within a historical context, teaching was traditionally regarded as women’s work.
Women account for at least three-fourths of the teaching workforce in K-12 grades (Sedlak &
Schlossman, 1986). The demographics of teachers have not changed in recent years as the
majority of today’s teaching candidates are middle class, female, White, and are from suburbs or
small towns (Howey, 2006; Hollins & Guzman, 2005).
At least one of the hopes of early-entry routes is that they may attract more men into the
profession as some research indicates that being taught by a same-gender teacher significantly
improves the achievement of boys and girls (Dee, 2007).
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One recent study seems to confirm that AR programs are successful in getting more men
into teaching. Feistritzer surveyed 2,647 teachers entering teaching through alternate routes in
Florida and Texas, TTT program, the Milwaukee Teacher Education Center program, and the
New York City teaching fellows program, and found that 37% of the early-entry candidate
population was male, which is well above the national average of 25%. She does allow that the
low overall response rate and inclusion of the TTT program affected the averages (Feistritzer,
2005).
Similarly, another study by Rosenberg and Sindelar (2005) revealed AR teacher
programs “…tend to attract proportionally more males; persons over 25; minorities; individuals
who have had business or military experience; and math, science, and foreign language majors”
(p. 118). Additionally, research examining two particular programs, TFA and New York City
Teaching Fellows (NYCTF) found more men entering through alternate routes. Of the
participants in the two AR programs surveyed in New York City, TFA and NYCTF, men made
up 30 and 31% of the candidates, respectively, as compared to 22% in the traditional graduate
programs, and only 7% in the traditional undergraduate programs (Boyd et al., 2006).
More currently, in 2011, Feistritzer found evidence in the Profile of Teachers U.S.
Report, 2011, that even with extensive recruitment efforts to get more males into the public
school teaching force, the teaching force continues to become more female with 84% of teachers
being female, a 2% increase from 2005. Men only constitute 16% of all public school teachers.
However, AR programs produce a higher proportion of male teachers with 22% males entering
the profession compared to 16% from traditional programs (Feistritzer, 2011).
However, not all the studies find more men entering through alternate routes in every
program. Humphrey and Wechsler’s (2007) research suggests that AR programs do not increase
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the number of male teachers. In their research of seven early-entry certification programs, they
found approximately 75% of the participants were female, which is equal to the national average
for all teachers. However, they found that the number of male participants varied significantly by
program with TFA attracting more men into teaching as well as well as the New Jersey
Provisional Teacher Program with 43%. Based upon the research, and including all the
programs, only a slightly higher percentage of males are attracted into the teaching profession
via AR certification (Humphrey & Wechsler, 2007).
Several factors may account for the differences in the research. While on one hand there
do seem to be more men entering the teaching profession through specific alternate routes such
as TFA, it seems there are about the same number or fewer entering the teaching force from
certain other AR programs. As well, the proportion of men entering the teaching profession has
been steadily going down from 16% in 2005 to 14% in 2011. So, while men do enter the
teaching profession in higher numbers in certain programs, it is not completely clear if AR
programs draw more men into teaching overall.
Race and ethnicity. Another impact of AR programs is that of bringing more minorities
to the teaching force than traditionally prepared teacher programs. Non-white minorities make up
17% of the new teacher force. However, non-white students comprise 40% of the student
population. In contrast to the changing and evolving student demographics, teacher
demographics have not changed much over the past 20 years. The majority of teachers teaching
grades kindergarten through 12 (K-12) grade are predominately White (Grant & Gillette, 2006;
Hollins & Guzman, 2005; Howey, 2006). This mismatch has always been a concern in
education.
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Many early studies found that AR programs increased not just the numbers of males, but
also of minorities entering teaching (Cooperman, 2000; Darling-Hammond, Hudson, & Kirby,
1989; Dill, 1996; Feistritzer, 1999). This trend has continued. Increasing teacher diversity may
be one of the ways that AR programs have had the most impact.
The National Center for Education Information (NCEI) in 2005 found that 32% of
entrants into teaching through alternate routes were non-white compared to only 11% of the
overall teaching workforce (Feistritzer, 2005). Again in 2007, AR programs attracted more
minorities than traditional programs (Feistritzer, 2007; Suell & Piotrowski, 2006).
However, Shen’s (1999) study of 1993-1994 SASS (School and Staffing Survey) did not
support the claim that more minorities entered the teaching workforce through the AR programs
than traditional routes in particular subject areas. Minorities entered math and science AR
programs and traditional route programs at approximately the same rates—15% and 12%
respectively (Shen, 1999).
In concurrence with all the other studies, Humphrey and Wechesler (2007) found that
40% of the elementary and secondary AR teachers in their seven case study programs were
minorities; however, the level of diversity of the participants seemed dependent on the
geographic area in which the AR programs are located. Finally, in a more recent study,
Feistritzer found that 53% percent of Hispanic teachers, 39% of African-American teachers and
24% of teachers from all other ethnicities entered teaching through alternative routes,
significantly more than through university-based teacher programs (Feistritzer, 2011). This study
and others seem to confirm that AR programs are bringing more minorities to the teaching force.
Age. The impact that AR teacher programs have on the age of the candidate is less clear.
One belief about AR programs is that they may attract older individuals into teaching, and a
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perceived advantage of older age is that with age comes more maturity and sense of
responsibility, as well as experience in other areas of life.
Some reports on AR candidates do suggest that candidates are slightly older than the
average first year teacher, which is 29 years old (SASS 1999-2000; 2003-2004). Feistritzer
(2005) conducted a survey of 2,647 teachers entering teaching through alternate routes in various
programs including ones in Florida and Texas, as well as some in TTT, and the NYCTF
program. She found that 72% were age 30 or older, 47% were 40 and older, and 20% were older
than 50. These numbers were not broken down by program, and other studies suggest that there
may be differences by AR programs (Feistritzer, 2005).
Humphrey and Wechsler (2007) conducted a case study on seven AR programs and
found that the participants were approximately 32 years of age, which is slightly higher than the
average age of traditionally certified teachers. But they also noted that the participants’ age
varied greatly in different programs. For example, participants in TFA, were considerably
younger at 22 than the national average of 29 years. But other programs attracted considerably
older participants, two of which had average ages of 38 years (Humphrey & Wechsler, 2007).
Although many studies of AR programs have found the recruits to be older than
traditional recruits into teaching (Darling-Hammond et al., 1989; Graham, 1989; Stoddart, 1993),
an early study by Shen (1999) was conducted to determine if AR programs attracted older adults
in math and science. Shen used data from the Schools and Staffing Survey (SASS) of 1993-1994
to ensure a national representation. Shen included both the beginning teachers and teachers with
at least 10 years of experience in the study. However, this study found that the average age of
AR prepared mathematics and science teachers was only slightly higher than the average age of
traditionally prepared mathematics and science teachers. The average age may have been about
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the same for both groups; nonetheless, AR prepared teachers had much greater variations of age
when beginning to teach than traditionally prepared teachers (Shen, 1999).
As well as in variations in age according to program, there is some evidence that
candidate’s age varies by ethnicity. In Feistritzer’s (2005) study, 40% of those entering teaching
through alternate routes in their 30s were non-white. These percentages change depending on the
age group of the entrants. For example, only 33% of new teachers aged 18-29 were considered
non-white, only 28% of new teachers in their 40s were non-white, and only 22% of new teachers
in their 50s were non-white (Feistritzer, 2005). Whether or not there is a relationship between
age and ethnicity in relation to AR certification is not clear, however.
To summarize, the results do not consistently suggest that participants in AR programs
are older, but rather it seems that the average age of the participant varies according to the
program, and possibly is related to ethnicity. As well, the average age of a candidate in a
traditional program is on the rise and closer to the average age of participants in AR programs.
Career-changers. AR programs attract career changers into the teaching profession and
bring more career changers into teaching than traditional programs. In a past study, Shen (1999)
concluded that there were more candidates entering as mid-career entrants in AR programs than
in traditional programs. Feistritzer (2007) also reported that the majority of AR teachers are
career changers (Feistritzer, 2007). Other research suggests that specific groups of potential
career changers have even been targeted for the teaching profession including military personnel,
scientists, engineers, and mathematicians (Chambers, 2002).
The 2005 NCEI survey found that 47% of individuals entering teaching through alternate
routes were working in a non-education job the year before they began an AR program
(Feistritzer, 2005). The NCEI findings also report 40% of the individuals were working in a
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professional occupation outside of the field of education. Only 12% were students and 9% of
NCEI sample had been in the military, 2% were caring for family members, 2% were
unemployed and seeking work, and 1% were retired the year prior to starting an AR program
(Feistritzer, 2005).
However, Humphrey and Wechsler (2007) contradict the previous research. Their
findings from seven alternate route programs from different states as well as TTT suggest that
most frequently candidates who enter teaching through AR programs had most recently been
either full-time students (18%) or had been employed in an education-related field (24%). Few of
the participants switched from careers, including those from math or science to teaching
(Humphrey & Wechsler, 2007). Although the research does not provide a clear idea of who is
included as career changers, the findings do indicate that alternative routes attract individuals
from various prior career paths. The next teacher characteristic to be examined is teacher
preparation including AR preparation and retention and specific aspects of teacher preparation,
teacher certification, and ability.
Teacher preparation. Teacher preparation is defined as preparation that occurs in a
traditional teacher education program at a college or university that provides instruction for
teacher candidates, or as well, the preparation that occurs with teachers in AR programs.
Although traditional teacher preparation programs vary to some degree, they do have some
similar elements. Traditional teacher preparation programs generally include content area and
pedagogy coursework, field experience, and a longer student teaching internship, and differ from
non-traditional preparation. Non-traditional or AR programs vary, and may be university based,
with some using a short induction program, with most learning taking place on the job, to
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graduate programs with multiple courses more similar to traditional undergraduate programs
(Boyd, Goldhaber, Lankford, & Wyckoff, 2007; Zeichner & Hutchinson, 2008).
Alternate route and retention. Some early research on preservice preparation has
attempted to associate the retention rate with the route to certification (AR or traditional
certification) or the length of the certification program. Some researchers have found that
teachers who prepared for teaching in an AR program left the profession at higher rates than
those that prepared for teaching in a traditional program (Harris et al., 2003; Johnson &
Birkeland, 2003). However, in a comprehensive review of 92 studies, Allen (2003) found that
there was insufficient data to relate strictly the certification route to the retention rate.
Specific aspects of teacher preparation. In some early studies that focused on specific
aspects of teacher training, research indicated that teachers well prepared in certain areas were
more likely to remain in teaching. For example, Ingersoll (2003) found attrition of first year
teachers was cut in half when teachers were prepared in five key preparation elements: choosing
instructional materials, child learning/psychology, observation of other classes, feedback on
teaching, and practice teaching (Ingersoll, 2003). Likewise, in an earlier longitudinal study, Shen
(1997) examined attrition rates among 1,702 teachers, who had graduated from college within
five years, and found that 34% of those teachers had left the field. In comparing teachers with
pedagogical training and those without it, he found that teachers with no training were more than
three times as likely to leave teaching during any given year.
In a more recent study, Ingersoll, Merrill, and May (2014) found that retention was not
affected by the type of program, whether traditional or alternate, but by attributes of those
programs. Specific practices had more impact on attrition than the type of program. Ingersoll and
colleagues found that early career teachers who had at least a semester or more of teaching
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practice prior to employment were over three times less likely to leave the profession than those
who had no practice teaching. They also found that teachers with more courses completed in
methods and strategies had higher retention rates. The researchers concluded that teachers with
more extensive training, regardless of the type of program, were least likely to leave within the
first year.
Ronfeldt and colleagues (2014), used data from the Schools and Staffing Survey (SASS)
and state and district data, controlling for school and teacher characteristics, to estimate whether
completing more practice teaching and methods related coursework predicted teachers’ selfperceived instructional preparedness and retention. They found that teachers who completed
more methods-related coursework and practice teaching felt better prepared and were more likely
to stay in teaching. These findings were similar across both alternate and traditional routes. In
addition, these effects were greater for mathematics and science teachers, as well as teachers in
urban, rural and secondary schools (Ronfeldt et al., 2014).
Teacher certification areas. Research has shown that teachers who teach in certain
subject areas are more likely to leave teaching than those who teach other subjects. For example,
math and science teachers, who may have subject knowledge that holds higher value in the nonteacher labor market leave teaching at higher rates (Grissmer & Kirby, 1987; Ingersoll & Perda,
2010). Ingersoll and Perda (2010) found although math and science teachers had higher rates of
attrition than other teachers, the decreasing supply of math and science teachers contributed more
to the shortage of teachers in those subject areas. As well, turnover was uneven, with much
higher turnover in hard-to-staff schools. They also found that more than one-half of math and
science teachers left because of dissatisfaction, a reason more often cited for these teachers than
teachers in other fields.
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Teacher ability. Teachers with higher intelligence or ability may also have higher
attrition rates. This may be because they are able to find much higher-paying work outside of
teaching. Consistent with this view, several studies have found that teachers who score highest
on college entrance exams or other standardized tests left teaching at higher rates (e.g., Boyd et
al., 2005; Lankford et al., 2002). Boyd et al. (2005) found that teachers who had stronger
academic backgrounds were more likely to transfer or leave teaching. In addition, the retention
rate for high achieving teachers fell in direct proportion to the fall in student achievement as
measured by standardized tests.
Conditions
The second C, conditions, refers primarily to working conditions. Working conditions are
those that take place at school, such as the classroom, induction and mentoring programs,
professional collaboration and collegial support, and administrative leadership, and are all factors
that have been found to influence teacher retention.
The classroom. Some researchers have investigated the factors influencing teacher
turnover and attrition and have found that school demographics influence teacher turnover (Boyd
et al., 2005; Clotfelter, Ladd, & Vigdor, 2011; Hanushek et al., 2004; Scafidi, Sjoquist, &
Stinebrickner, 2007). Some researchers found that on average, when teachers transfer, they move
to schools with fewer low-income, low achieving, and minority students. Hanushek et al. (2004)
used a matched student/teacher panel data to investigate how salary and student body
demographics influenced turnover in Texas public elementary schools with low-income and
minority students. Using a dataset of over 378,000 teachers, the researchers found a high rate of
teacher turnover overall, but especially for new teachers. Hanushek and colleagues found that
when teachers transfer, they most often transferred to schools with fewer academically and
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economically disadvantaged students. As well, the researchers found that moves by teachers
were more strongly related to student race and achievement than to salary differences within and
across districts.
Similarly, in a study of over 11,000 teachers in Georgia Scafidi et al. (2007) found that
teachers in their first three years of teaching were more likely to leave schools with lower test
scores, lower income, or higher proportions of minority students. They found that higher
proportions of minority students correlated with higher percentages of teachers leaving that
particular school for other schools. Scafadi et al. also found that new teachers are more likely to
change schools if they begin their teaching careers in schools with lower student test scores,
schools with lower income students, or schools that have higher proportions of minority students.
Student achievement. Teacher turnover may also be related to student achievement with
teachers preferring to teach higher-achieving students (Boyd et al., 2005; Clotfelter et al., 2011;
Feng & Sass, 2008; Hanushek, et al., 2004). Feng and Sass (2008) in a study using matched
student/teacher panel data from all of Florida schools, found that effective teachers, as measured
by a history of raising students’ test scores, were more likely to leave schools where other
teachers were generally less effective and students low-achieving. They also found that teachers
tended to move to schools with higher achieving students, as well as smaller numbers of poor
and minority students. Feng and Sass noted this movement toward higher achieving schools and
similar teacher quality had the net result that the “rich get richer,” and this movement of teachers
to higher achieving schools tended to increase the differences between schools. Similarly,
Hanushek et al. (2004) found that Texas teachers moved from less to more able student bodies,
as measured by average standardized test scores. Finally, using data for New York City’s largest
school district, Boyd et al. (2005) found that teachers, especially highly qualified teachers, have
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transfer or quit rates as high as 34% compared to 20% when teaching lower-achieving students,
even after accounting for differences in student and teacher race.
Support for new teachers. The first year of teaching is critical for new teachers as those
who are not supported are more likely to leave the profession (Goldrick, 2016). A new teacher
faces not just excessive teaching loads, which may have multiple preparations and many
students, but added to that are school meetings, parental conferences, district policies and
procedures, new curriculum, all while getting a handle on classroom teaching, and with the same
responsibility as a veteran teacher (Johnson & Birkeland, 2003).
After preservice preparation is finished and new teachers enter the workforce, support
programs, also known as induction or mentoring programs, have been shown to be an effective
way to support new teachers. Ingersoll and Kralick (2004) found that effective induction and
mentoring programs that “bridge” a new educator from “student of teaching” to “teaching of
students” have had the greatest positive impact on teacher retention. For instance, new teachers
who have opportunities to observe classes, learn from colleagues, practice teach, and receive
feedback during the first year have been more likely to return to the classroom beyond their first
year (Smith & Ingersoll, 2004).
Induction and mentorship programs. Mentoring and induction are often referred to
when describing the support given to new teachers. Although the terms are sometimes used
interchangeably and there seems to be overlap of these programs, typically induction is all of the
support and training provided to teachers as they enter a new school district and mentoring is one
part of an induction program (Feimen-Nemser, 2001; Ingersoll & Strong, 2011; Wong, 2004).
Research demonstrates that comprehensive, multi-year induction programs accelerate the
professional growth of new teachers, reduce the rate of new teacher attrition, and improve
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classroom instructional practices (Ingersoll & Strong, 2011; Wechsler, Caspary, Humphrey, &
Matsko, 2010).
The number of teachers who have received mentoring and/or other induction support
continues to grow each year—from about 50% in 1990 to 83% in 1999-2000, and up to 91% by
2008 (Ingersoll & Strong, 2011). Also, 29 states now have policies requiring new teachers to
participate in some form of induction program, with 16 of those states providing financial
support (Goldrick, 2016).
Ingersoll (2012) reported that while most beginning teachers participate in some kind of
formal induction program, the kinds of support that schools provide to them vary. The most
common induction activity that beginners participated in was having regular supportive
communication with their principal, other administrators, or their department chair (87%).
Slightly fewer beginning teachers, about 80%, said they received ongoing guidance and feedback
from a mentor teacher. Just over half of beginning teachers said they had common collaboration
and planning time with other teachers in the same subject area. Fewer than 20% of beginning
teachers reported receiving a reduced teaching load or schedule to ease their transition (Ingersoll,
2012).
The positive effects of an induction program may depend on the kind and quality of
program provided. Research suggests the following three strategies should be found in induction
programs: structured and comprehensive, with well-defined roles for staff developers,
administers, instructors, mentors; organized sustained professional development; and
collaboration as the teaching culture (Wong, Britton, & Ganser, 2005). Smith and Ingersoll
(2004) agreed that induction programs must include the following components: highly developed
mentoring programs, appropriate professional development, and regular interaction with other
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teachers in the school. And having a mentor teacher from the same field and having common
planning time with other teachers in the same subject have the strongest effect. The more
comprehensive the induction program, the better the retention (Ingersoll & Strong, 2011).
While mentoring and induction programs can support novice teachers during their first
few years and positively affect their retention, it does matter how comprehensive the induction
support is. Kapadia, Coca, and Easton (2007) evaluated induction programs in the Chicago
public schools for 1,737 novice teachers. The researchers divided the levels of induction and
mentoring support that each teacher received into three groups: weak, average, and strong and
measured the influence of participation in induction programs had on teachers’ first year on the
job, intentions to stay in teaching, and intentions to stay in the same school. They found that
simply participating in an induction program did not significantly impact new Chicago teachers;
instead, they found that the intensity and amount of mentoring and induction support made such
a difference that teachers who received strong levels of mentorship or induction support were
significantly more likely to remain in their school than teachers who received only even average
or weak support. Mentoring was an important component, but comprehensive induction had the
most effect on new teachers’ intentions to stay in the same school. Similarly, Smith and Ingersoll
(2004) found that a few isolated induction and mentoring activities had nearly no or little impact
on retention; however, when teachers received comprehensive induction with multiple types of
support, they were significantly less likely to leave their schools after the first year as those who
received less comprehensive or even no induction support at all (Ingersoll & Strong, 2011).
Professional collaboration and colleagues. Professional collaboration opportunities and
collaboration with colleagues are working conditions that may influence a teacher’s decision to
leave a school (Allensworth et al., 2009; Kardos & Johnson, 2007). In surveys conducted by the
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National Education Association since 1956, teachers have identified collegial support as one of
the top six factors that help them teach, and since 1992, it has ranked most important (Wolman,
2010).
Researchers have found that collegial relationships were part of the working conditions
that affected teacher satisfaction and contributed to teachers’ intent to remain in education
(Allensworth et al., 2009; Johnson & Birkeland, 2003; Kardos & Johnson, 2007). In a large study
of teachers in Chicago schools Allensworth and colleagues (2009) found that factors affecting
school climate and organization explained over 75-100% of teacher stability rates. Among
school organizational factors, the presence of positive, trusting, working relationships was found
to be most influential, and in those schools, where teachers reported a strong sense of collective
responsibility to improve the school so that all students can learn, one-year retention rates were
4-5% higher than in other similar schools. They also found that teachers prefer to work in
schools where their colleagues are committed, share a positive attitude, work together on
improving the school, and see themselves as a part of a team.
Berry and Hirsch (2007) found that teachers remain in schools when they have time to
develop their teaching craft with colleagues. In a study conducted by Amrein-Beardsley (2007),
teachers indicated that knowing other teachers at their school are united, knowledgeable, and
dedicate themselves to helping children learn would be a significant incentive for moving to a
high-needs school regardless of location. Similarly, Johnson, Kraft, and Papay (2012) found that
favorable working conditions not only predicted higher rates of academic growth in low-income,
high-minority student populations, but also found that the working conditions that mattered most
to teachers, along with principal’s leadership, were collegial relationships, defined as a school

47

environment characterized by mutual trust, respect, openness and commitment to student
achievement (Johnson et al., 2012).
Administrative leadership and support. Administrative support is the most significant
working condition predictor of teachers’ intent to remain in a school and the most significant
predictor of teachers’ job satisfaction (Berry & Hirsch, 2007; Boyd et al., 2011; Tickle, Chang,
& Kim, 2011). Boyd et al. (2011) looked at six primary factors to measure school working
conditions and found that administrative leadership was the strongest predictor of retention for
both novice and experienced teachers. Boyd et al. (2011) defined this as administration that is
supportive, encouraging, and creates an environment where teachers can teach and learn.
Administrative support provided by school leaders ranges from assistance with classroom
management, instructional strategies, curriculum, is fair, and is involved in student learning, to
providing resources, and protecting the teachers from outside influences (Boyd et al., 2011).
Administrator support strongly influences new teachers’ decisions to remain in education or at
their school (Allensworth et al., 2009).
Marinell and Coca (2013) conducted a comprehensive study using 10 years of
administrative data from the nation’s largest school district in New York City with attrition rates
as high as 66% of teachers leaving within five years. They surveyed over 4,000 teachers about
how long they intended to stay and how they experienced various aspects of their work
environment, including principal leadership, to determine whether working conditions predicted
turnover. In their analysis of the data, Marinell and Coca (2013) found that teachers were more
likely to remain at schools where they considered the principal “trusting and supportive of the
teaching staff, a knowledgeable instructional leader, an efficient manager, and adept at forming
partnerships with external organizations” (p. viii).
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Good administrative leadership is important in high-poverty schools and is more of a
factor than low salaries in teachers’ decisions to leave (Grissom, 2011; NCES, 2004). Grissom
(2011), analyzing SASS/TFS survey data, found that teachers working in a high-poverty school
led by an effective principal were generally more satisfied and impacted than teachers working in
a non-disadvantaged school under an equally effective principal. Grissom concluded that an
effective principal could counteract high teacher turnover in disadvantaged schools. Similarly
when Amrein-Beardsley (2007) asked teachers to name the factor that discourages them from
teaching in a high-needs school, they named working under a controlling, uncaring, ineffective,
and unsupportive administrator.
Working conditions, then, including student demographics and achievement, new teacher
support, induction and mentoring, and collegial relationships and administrative leadership,
impact teachers’ decisions to stay in the classroom.
Compensation
Teacher compensation, the third “C,” may be one of the most important factors in teacher
retention (Allegretto, Corcoran & Mishel, 2011; Monk, 2007). Although teacher salaries have
improved, the national average teacher salary falls short compared to the salaries other skilled
professions with similar educational requirements. In addition, in areas such as math and science,
teaching is the least attractive profession, as compared to other fields such as industry, medicine,
and engineering. Ingersoll (2004) identified the discrepancy of starting salaries as a major
contributor to teacher attrition, especially among new teachers.
There has been some debate over the subject of teacher compensation with some
researchers suggesting that compensation is a critical motivation factor for teachers, and others
suggesting teachers are motivated less by compensation to stay in teaching. Overall, Allen
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(2005) found in a review of 91 studies on recruitment and retention that increasing compensation
tends to increase the rate of retention. Allen concluded that compensation plays a key role in the
recruitment and retention of teachers. While increasing compensation is likely to increase the
rate of teacher retention, it is not consistent at all levels. Compensation has varying levels of
impact on retention depending on other factors such as teachers’ gender, level of experience, and
current job satisfaction.
Some researchers have found that while salary is not the main reason for attrition, it
generally comes close (Hanushek et al., 2004; Ingersoll, 2004; Johnson & Birkeland, 2003).
Hanushek et al. (2004), in a study of 378,000 teachers in Texas, found that student performance
rather than salary was a stronger predictor of attrition. Ingersoll (2004) found compensation was
not as strong as the impact of teacher autonomy on teacher attrition. Likewise, in a study of new
teachers’ attrition, salary was second to teachers’ working conditions (Johnson & Birkeland,
2003). However, overall, compensation is one of the most frequently cited reasons for leaving
the teaching field given by teachers (Allen, 2005).
In more current research, teacher compensation continues to be one of the most important
variables regarding teacher retention (Goldhaber, DeArmond, & DeBurgermaster, 2007; Monk,
2007). Goldhaber et al. (2007) found that teachers preferred a salary increase over costequivalent changes in working conditions such as a shared teacher aid, fewer students, or more
prep time. Not only is salary a factor of retention, but salary can also influence teacher turnover,
and a move to other districts. Ondrich, Pas, & Yinger (2008) found that teachers would transfer
or move as salaries in other districts increased relative to their own.
Over the long-term, lower wages and inadequate benefits have created an adverse effect
on retention of teachers (Marvel, Lyter, Peltola, Strizek, & Morton, 2006; Monk, 2007). Marvel
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et al. (2006) found that the SASS/TFS survey shows about 14% of long-term teachers who leave
the profession cite wages and benefits as primary factors in their decision to leave. Liu and
Meyer (2005) also found that low salaries were at the root of many teachers’ lack of job
satisfaction. Ingersoll (2007) stated that although a larger starting salary may help get a new
teacher for the first year, an increase in all teaching salaries is essential to help retain teachers
and keep them from leaving the field and entering other professions.
Financial incentives. Salaries are one part of compensation, while benefits and other
financial incentives are also important to attract and retain teachers in hard-to-staff schools
(Kowal, Hassel, & Hassel, 2008). In many states, in order to offset lower teaching salaries, a
number of financial incentives may be offered. For example, school officials in areas such as
Denver, New York, and the District of Columbia have been considering “front loading” new
teacher salaries by increasing compensation for new teachers (Sawchuk, 2009). Financial
incentives in addition to salary and benefits, could include a portfolio of incentives such as loan
repayment programs, recruitment and retention bonuses, moving assistance, stipend for
becoming National Board Certified, student loan forgiveness, mileage, housing, and tuition
assistance (Kowal et al., 2008).
State salary schedule. Another way that some states have attempted to help hard-tostaff schools is using a statewide salary schedule. States can use salary schedules to recruit and
retain qualified teachers, and as a way to ensure some level of equalization of teacher salaries
across districts. States use salary schedules primarily to ensure that every teacher in the state
receives a minimum pay amount regardless of where they teach in the state. For example, in a
study in 2013 in New York, the average annual salary for teachers with a bachelor’s degree and
10 years of experience ranged from $35,479 to $89,830, which was a 153% difference,
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depending on which district they taught in. In most states this type of variation is common to
some degree. While a salary schedule alone cannot completely fix teacher pay, it can help to
close some of the gap between the highest and lowest paid teachers in the state. Currently 17
states currently have a statewide salary schedule or a statewide minimum salary schedule and
include Alabama, Arkansas, Delaware, Georgia, Hawaii, Idaho, Illinois, Kentucky, Mississippi,
Missouri, North Carolina, Ohio, Oklahoma, South Carolina, Tennessee, Texas, Washington, and
West Virginia (Griffith, 2016).
Teacher compensation in Mississippi. The state of Mississippi is viewed as the most
rural state with the associated challenges when compared to the rest of the United States, and as
such there are salary disparities between Mississippi and the rest of the nation (Johnson et al.,
2014). Mississippi has a state-teacher salary schedule in place. For 2014, the average salary for
Mississippi teachers was $42,187. Of the 50 states and District of Columbia, Mississippi ranked
50th. Breaking it down further, the average starting salary for a teacher was $34,390 with a
bachelor’s degree, and after 10 years of experience was $38,350, an increase of less than $4,000.
As well, the maximum salary was $67,370 with a doctorate and 35 years of experience. This
comes about to be about a 1% increase over time, not including the associated costs of the
degrees (Griffith, 2016). So although Mississippi does have a statewide salary schedule, it still
ranks last or nearly last in teacher pay. At least with a salary schedule, some of the poorest rural
areas in the state have a chance to have a qualified teacher.
To offset low teacher salaries and to help staff hard-to-staff schools, the state of
Mississippi offers several financial incentives to teachers. These incentives are part of the
Mississippi Critical Teacher Shortage Act, Incentives for Educators. These financial incentives
include monetary incentives, scholarships and payment of tuition, books, fellowships and
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moving. The Mississippi Teacher Fellowship Program is for teachers to acquire a Master of
Ed/Ed Specialist degree and provides tuition, books, and fees for three year maximum in
exchange for three years of teaching in a Critical Needs area. The Mississippi School
Administrator Sabbatical program is for teachers to become administrators while working in a
critical Needs area. The Mississippi Teacher Loan Repayment Program provides up to $12,000
for undergraduate loan forgiveness for AR teachers who in exchange teach in either a critical
needs area or critical needs subject area. As well, are one-time moving incentives up to $1,000
upon moving to and taking a teaching position in a critical needs area, and a $6,000 Housing
assistance for teachers for buying a house in a critical needs area (MDE, 2014). When I
conducted this literature review, these programs were still being funded; however, as of fall
2018, this program is no longer taking new applications according to the MDE.
Chapter Summary
This review of related literature reveals that AR certified teachers are being used to
combat teacher shortages. However, teacher shortages are not primarily a result of lack of
teachers entering the profession or retiring, but rather a problem of retention. More teachers are
leaving teaching than are coming into the profession, and those coming in are inexperienced
(Ingersoll, 2006). New teachers leave at incredibly high rates as much as 9% nationally, and even
higher in hard-to-staff schools. Rural schools also have very high attrition rates (DarlingHammond, 2010; Monk, 2007). As well, the incredible drain of resources is in the billions, at a
very high cost to students, who are being taught by relatively inexperienced teachers, who
haven’t reached full potential as effective teachers. Sher’s (1983) model that retention is a
function of the three C’s, teacher characteristics, school conditions, and compensation is
examined as individual factors and their relationship to retention.
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CHAPTER III
METHODS
In this chapter, the design and methods of this qualitative study are presented and include
the purpose of the study as well as information about context, participants, and the researcher.
This chapter presents a description of the data collection and analysis, and the steps that were
taken to assure validity and reliability. The chapter is organized in the following sections: (a)
Qualitative study; (b) Context of the study; (c) Researcher’s lens; (d) Data collection; (e) Data
analysis; and (f) Validity and Reliability.
Qualitative Study
Since the purpose of this study was to examine teachers’ perspectives of the key factors
contributing to the retention of rural teachers who entered teaching through an AR certification
program in Mississippi, qualitative research methods were appropriate. It was specifically the
goal of this study to understand the relationships of teacher characteristics, school conditions,
and compensation to individual teachers and retention. The research questions were:
1. How do rural alternate route teachers who stay describe their decision to continue
teaching in terms of teacher characteristics?
2. How do rural alternate route teachers who stay describe their decision to continue
teaching in terms of school conditions?
3. How do rural alternate route teachers who stay describe their decision to continue
teaching in terms of compensation?
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According to Merriam (2009), while qualitative research may defy definition, “qualitative
researchers are interested in how people interpret their experiences, how they construct their
worlds, what meaning they attribute to their experiences” (p. 14). The purpose is to achieve an
understanding of how people make sense of their lives. With this study, I wanted to know how
AR certified teachers working in rural Mississippi experienced becoming teachers and how they
made meaning of it, and how the three C’s influenced their persistence in teaching. Rather than a
survey with predetermined questions, I wanted to determine how the teachers explained their
persistence as teachers in relation to characteristics, school conditions, and compensation from
their perspectives. Berg (2009) agreed with Merriam (2009), of the importance of an individual’s
experience and how it is interpreted. He further stated, “Quality refers to the what, how, when,
and where of a thing—its essence and ambience. Qualitative research, thus, refers to the
meanings, concepts, definitions, characteristics, metaphors, symbols, and descriptions of things”
(p. 3). Merriam identified four characteristics as key to understanding the nature of qualitative
research:
•

Focus on meaning and understanding—the purpose of qualitative research is to “achieve
an understanding of how people make sense out of their lives, delineate the process of
meaning-making, and describe how people interpret what they experience” (p. 14). The
emphasis is on understanding from the participants’ perspectives, not the researcher’s.

•

Researcher as primary instrument—“The researcher is the primary instrument for data
collection and analysis” (p. 15). The human instrument is seen as the ideal means of
collecting and analyzing data because it is adaptive. However, there are possible
shortcomings because of biases or subjectivity.
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•

An inductive process—Researchers use information gathered from data such as
interviews, observations, and/or documents and build toward theory, which is informed
by what is learned. This is different from positivist research that deductively tests
hypotheses (p. 15).

•

Rich description—“Words and pictures rather than numbers are used to convey what the
researcher has learned about a phenomenon” (p. 16). Descriptions of the context, the
participants, setting, interviews, observations, and artifacts are included to support the
findings of the study.
This method of research allowed me to spend considerable time with each of the

participants listening to their stories of teaching. As the primary research instrument, I sought to
understand the teachers and how they explained their decision to remain in teaching, and the
factors that influenced them.
Participant Selection
While Yin (2011) noted that there is no formula for defining the number of participants in
a study, there are some guidelines. Since the purpose of the study was to examine teachers’
perspectives about the three C’s, I wanted to choose AR teacher participants with different
backgrounds including variations of age, race and ethnicity, and gender. This cross section of AR
teacher participants would then allow for a broader and more comprehensive examination for
teacher experiences related to the framework. Therefore, I sought 8 to 10 AR teachers, which
allowed for both depth in my understanding and description of the issue, while yielding
understanding from a broader participant viewpoint.
This study included rural AR certified teachers who chose to stay in the classroom during
the first years of teaching. The most appropriate sampling strategy for this research study was
56

purposive. Purposive sampling is based on the assumptions that the investigator wants to
“discover, understand, and gain insight and therefore must select a sample from which the most
can be learned” (Merriam, 2009, p. 77). Since this study’s aim was to examine the perspectives
of teachers who have remained in the profession, but were still considered early career, it was
deemed that AR teachers who had completed their first year but had no more than six years of
experience would be ideal.
As suggested by Berg (2009), I identified several important criteria that reflected the
purpose of the study to qualify the participants for the study. Teachers were invited to participate
in the study if they met the following criteria: (a) Teachers who had completed an AR program,
(b) who were fully certified (hold a renewable license to teach from MDE), (c) who had been
teaching more than one but less than seven years, (d) who were currently teaching in a rural
school, (e) and who planned to teach the next year.
I used multiple methods to locate and recruit participants. I gained access to participants
by asking my university advisor to suggest participants. I sent an email to all of the recent
graduates who had completed an AR program at my university within the last four years, since
that information was available (see Appendix A). I also used an AR program Facebook page to
recruit participants. In addition, my advisor contacted the director of another AR program who
in turn suggested participants from their program. I asked each to suggest possible participants
who would fit the recruitment criteria. I also offered a $20 Wal-Mart gift card to those
participants who agreed to be interviewed.
After identifying possible participants, I sent out an email to each one inquiring about
their interest in participating in my study. After recruiting, I had a potential group of 19
participants. After I verified their criteria for the study, the number of potential participants was
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reduced to 12. Out of the 12 potential participants, three were no longer interested in
participating or had other commitments, and I eventually had nine participants who agreed to be
in my study.
In all, nine teachers from rural Mississippi schools volunteered to participate in the study.
Table 1 summarizes the demographics of each of the nine participants. A detailed description of
the participants is given in the next chapter and information about the setting and AR programs.
Table 1
Participants

Teacher
(Pseudonym)

Demographics

Education

Amy Jackson

White,
Female, 20s

BS-Communications

Katie Smith

White,
Female, 20s

Emily Henry

White,
Female, 20s

BA-English/Sociology

Linda Miller

White,
Female, 20s

BA-International Studies

Mai Johnson

White,
Female, 20s

BS-Public Health

Tammy Hardin

White,
Female, 20s

BS-Chemistry

Jackie Parker

White,
Female, 40s

BA-Legal Studies

Shannon Tate

White,
Female, 20s

BS-Business

Matt Watson

BS-Women’s
studies/Oceanography

White,
Male, 30s

BS-Business
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Teaching
Year

2nd

2nd

2nd

2nd

2nd

2nd

3rd

4th

6th

Informed Consent and Confidentially
I was granted permission from the university’s Institutional Review Board (IRB) to
conduct my research study (see Appendix B). As I stated before, I obtained a signed informed
consent from each participant at the interview (see Appendix C). I also explained to each
participant that their participation was completely voluntary, and they could withdraw at any
time. As well, I explained that I would be using pseudonyms to protect their identity, and also
would not use any information that could identify them or their schools in the research.
Context of the Study
This study took place in the southeastern part of the United States. Specifically, this study
took place in rural Mississippi, considered to be the most needy rural area of the country
(Johnson et al., 2014). Most of Mississippi’s schools fall into the category of rural, further
categorized as Fringe, Distant, or Remote (See Figure 1, page 32). These definitions of rural
were used in this study. Fringe is defined as census-defined rural territory that is less than or
equal to 5 miles from an urbanized area, as well as rural territory that is less than or equal to 2.5
miles from an urban cluster. Distant is defined as census-defined rural territory that is more than
five miles but less than or equal to 25 miles from an urbanized area, as well as rural territory that
is more than 2.5 miles but less than or equal to 10 miles from an urban center. Remote is defined
as census-defined rural territory that is more than 25 miles from an urbanized area and is also
more than 10 miles from an urban cluster (NCES, 2018).
Researcher’s Lens
Merriam (2009) defined an important characteristic of all forms of qualitative research
that the researcher is the primary instrument for data collection and analysis. She further stated:
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Since understanding is the goal of this research, the human instrument, which is able to
be immediately responsive and adaptive, would seem to be the ideal means of collecting
and analyzing data. However, the human instrument has shortcomings and biases that
might have an impact on the study. Rather than trying to eliminate these biases or
subjectivities, it is important to identify them and monitor them as to how they may be
shaping the collection and interpretation of data (p. 15).
Mertens (1998), agreed with Merriam that “unlike a printed questionnaire or test, the researcher
is the instrument for data collection…decides which questions to ask and in what order, what to
observe, what to write down.” She further added, “Therefore, considerable interest has been
focused on who the researcher is and what values, assumptions, beliefs, or biases he or she
brings to the study” (p. 175). It was my responsibility as a researcher, to identify my role and
potential biases and subjectivities that may influence how I analyze and interpret the data and
findings.
I am an AR teacher. Although I can remember throughout most of my life wanting to be
a teacher, I chose a different career path. Then much later in life, I decided to pursue that lifelong
desire. At the time, more than 15 years ago, I knew of only one way to become a teacher, which
was through a secondary education program. However, I discovered that a nearby university was
offering an AR program, designed for those who already held a bachelor’s degree but wanted to
change careers and become a teacher.
After finding that the AR program consisted of two summer courses before becoming the
teacher of record in the fall, I decided not to go that route because I felt those two courses would
be insufficient training. I then actually enrolled as a student in a traditional secondary education
program. However, I became discouraged when I learned that even with my undergraduate
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degree, it would take two years of full-time school, including a semester of practice teaching, to
become a teacher. I very quickly realized I had neither the time nor the money to go that route. I
decided to take the AR path.
I completed the initial coursework and was hired one week before school started. I was
given a difficult schedule that included teaching courses for which I was not certified. There was
no formal induction program, but merely a one-hour informal class called new teacher
orientation, that basically consisted of, “Does anyone have any questions?” In addition to my
teaching load I was responsible for staff meetings, homeroom, hall duty, lunch duty, prom
committee, faculty sponsor, parent conferences, open house, developing IEP’s, not to mention
lesson planning and grading. I was enrolled in two graduate courses for the AR program but
rarely interacted with my principal. Compensation, while not precisely a factor in my decision to
teach, was uninspiring.
If I had not been motivated to remain in teaching because I wanted to fulfill my lifelong
desire to become a teacher, I would have resigned. It was by far one of the most difficult times I
have ever experienced. But I stayed and continued teaching for 10 more years, albeit at a
different school.
I was drawn to this study because I would like to find out and effect change for these AR
teachers who may have many reasons to leave teaching, and not so many reasons to stay. What I
experienced as a new teacher is similar to what other new teachers experience, not just AR
teachers.
I was aware that my personal experience as an AR teacher could influence the current
study or my interpretations. However, my experience with the alternate route, like many things
in life, may be different from other AR teachers. I actually believe that my own experiences as
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an AR teacher helped me to understand and empathize with participants. I feel that I was be able
to form a bond with my participants because I have been through the process, although over 15
years ago. While my own challenges becoming a teacher may influence my interpretations, I
worked to recognize that, and allowed the teachers’ words to speak for themselves. Throughout
the investigative process, I maintained a research journal to help recognize and address any bias
that came about because of my own background in this area.
Data Collection
The purpose of this study was to examine teachers’ perspectives of the key factors
contributing to the retention of rural teachers who entered teaching through an AR certification
program in Mississippi. The methods used to collect data for this study consisted of interviews,
follow-up email interviews, and research memos. The interviews were in-depth in order to gain
understanding of teachers’ thoughts about the three C’s and their persistence. Interviews
consisted of semi-structured interviews with email correspondence to follow up or for
clarification.
Interviews
Rubin and Rubin (1995), defined interviewing as “a way of finding out what others feel
and think about their worlds . . . [and to] understand experiences and reconstruct events in which
you did not participate” (p. 1). Merriam (2009) acknowledged that interviewing is necessary
“when we are interested in past events that are impossible to replicate” (p. 88). Since the primary
focus of this research study was to understand the AR certified teachers and their reasons for
remaining in the profession, I relied primarily on interviews.
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According to Merriam (2009) most studies use a combination of all three types of
interviewing, so that “some standardized information is obtained, some of the same open-ended
questions are asked of all participants, and some time is spent in an unstructured mode so that
fresh insights and new information can emerge” (p. 91). Therefore, I used this combination of
interviewing that included some standardized questions, some open-ended questions, as well as
some unstructured time for the participant to provide more in-depth answers on certain topics.
Interview protocol. The interview protocol included the research purpose and questions,
and also included notes to ask follow-up or probes for more in-depth answers (See Appendix D).
As well, I included some space to make notes. Although I had originally planned to have more
than one interview with each participant, the time and distance precluded that. I spent extended
time with each participant during our interview in order to gain as much information as possible.
Pilot interview. From my literature review, I developed my interview protocol. After
developing the semi-standardized interview questions pertinent to the study, I conducted a pilot
interview using the developed interview protocols. Ben, (i.e. a pseudonym), was chosen for the
pilot interview. He was very similar in demographics as the future participants. He was a white
male with four years secondary teaching experience. He had recently worked in a rural
Mississippi school, was an AR program graduate, and had more than one year but less than seven
years of experience. He was no longer working at the school when I conducted the interview. I
conducted the interview with Ben prior to interviewing the participants in the study, with ample
time to revise the actual interview protocol. I created a questionnaire memo to document the
changes of the questions included in the interview protocol.
I made changes as a result of the pilot interview, which included both deleting some
questions and adding some new questions. For example, several questions concerned the
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mentored practicum/student teaching, and I realized that these questions should be deleted
because none of the MAT programs required student teaching during preparation. Also questions
about solo teaching during the internship were omitted. In addition, the pilot interview allowed
me to recognize certain questions that only required a yes or no answer, and so I replaced them
with a question or prompt that could elicit a more in-depth response from the participants. For
example, I included notes to myself to “probe: family, teachers, others,” when I was asking about
people who influenced you the most in your decision to become a teacher. This pilot interview
lasted 1 hour and 48 minutes.
Interview schedule. Each interview lasted approximately 60 minutes, although there
were a few exceptions according to the individual. For example, Amy had the shortest interview
of 40 minutes, but she spoke more rapidly and succinctly, by far, than of any of the participants.
The longest interview was an hour and 27 minutes, and that was Emily, who had multiple stories,
vignettes, and examples. This length of time provided ample time to engage in deep
conversations with each participant. All but one of the interviews occurred in the participant’s
classroom. This exception was made for convenience at the participant’s request. The interviews
occurred between October 17, 2018 and November 1, 2018. While most often the timing of the
interviews was to accommodate the participants, most interviews took place after school. I
recorded the interviews using a digital recording device with a laptop backup. I do want to note
that out of nine interviews, only two took place within a distance of less than 20 miles from me.
All of the other seven interviews were in locations of at least 100 miles from me that required
travel.
In between interviews I wrote memos, transcribed the interviews, and reflected about the
data I was collecting. Each interview was transcribed verbatim using several programs that first
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gave me a general transcript, which I then corrected through listening to the interview several
times. I transcribed all interviews into a Microsoft Word document and saved the document to
my personal computer using the participant’s name and the date the interview was completed. In
all, there were over 250 single spaced pages of transcripts.
Immediately after each interview I wrote an in-depth interview memo reflecting on the
interview process, the participant, and my impressions of the school setting, classroom, and
descriptions for each participant. In these memos I made notes about the teachers’ classrooms,
school conditions, and relationships with any others that I witnessed. These initial reflections
related to the three C’s, such as teachers’ characteristics, and school conditions. This way I made
notes to myself about the interviews, participant, school setting, and any questions or concerns
that I had. I made an effort to write down everything I could as soon as I could, in order to not
lose any important or significant information. This became invaluable to me as the number of
interviews and hours of those interviews built up. For example, during the first week of
interviews, I had three interviews in a town that I traveled to over 125 miles away. Those
interviews led to nearly three hours of interview data. I consciously made copious notes about
the interview, participants, school setting, interactions participants had, and anything that seemed
relevant. I also noted things about those interviews that went well or needed improvement to
help me in the next interview. In all, I wrote over 35 pages of typed memos, and filled four
notebooks beginning August 1, 2018.
Data Analysis
Data analysis was inductive and occurred simultaneously with data collection. Merriam
(2009) asserted, “Data analysis is the process of making sense out of the data. And making sense
out of data involves consolidating, reducing, and interpreting what people have said and what the
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researcher has seen and read—it is the process of making meaning” (p. 175-176). As well,
Merriam (2009) emphasized that “without ongoing analysis, the data can be unfocused,
repetitious, and overwhelming in the sheer volume of material that needs to be processed” (p.
171). Miles, Huberman, and Saldaña (2014) defined qualitative data analysis as the process of
data condensation, data display, and conclusion drawing verification.
Data analysis in this study involved using qualitative methods of interviews and research
memos to understand the perspectives of teachers and their decisions to continue teaching in
terms of characteristics, conditions, and compensation. Therefore, the objective was to determine
the categories, relationships, and assumptions that informed the participants' perspectives of the
key factors that contributed to their decisions to remain in teaching.
For this study, ordering and analyzing data included listening to and reading each
interview transcript numerous times, highlighting information that related to the research
questions, organizing the data through coding, and making data displays from the data using the
narratives. Coding was the main way that I organized the interview data.
Saldaña (2013) defines code in qualitative inquiry as “a word or short phrase that
symbolically assigns a summative, salient, essence-capturing, and/or evocative attribute for a
portion of language-based or visual data” (p. 3). As well, he argues that coding is not a precise
science, but is mostly an interpretive act. No two researchers will code exactly the same
(Saldaña, 2013). It is through coding that the researcher searches for repetitive patterns of action
and consistencies as documented in the data (Saldaña, 2013).
Even before collecting data, I developed a start list of codes. This start list helped link
the research questions and framework to the data. An initial list of codes was based upon the
research questions, from which the interview protocol was created, as well as the framework of
66

the Sher’s three C’s (1983) that was used. For example, initial codes relating to teacher
characteristics included preparation, AR program, and internship. Initial codes relating to
conditions included induction, students, and administration. For compensation, the start list of
codes was salary, reward, and incentives. In addition, I started coding as I collected data. As I
wrote up notes, transcribed recorded interviews, I jotted down any preliminary words or phrases
for codes in my notes, or as an analytic memo. These were mainly ideas that occurred to me
during the interview process.
The first step in organizing the data was to prepare a hard-copy transcript of each
interview. So although I began transcribing the first interviews, the next group of interviews
took place before I finished transcribing of the first interview. In that way did data analysis take
place while I was collecting data. So, before the last interview was completed, I was well
immersed in transcribing the interviews.
Once the interviews were transcribed, I listened to each interview once more to verify its
accuracy. I then read over each transcript several times, to make sure it was clear. Then I made
hard copies of the transcripts leaving wide margins on each side, which allowed me sufficient
space to not only make notes and apply codes, but later when I went through the data again, I
could note categories and themes. In my preliminary stage of analysis, I devoted the right-hand
margin to tentative codes, and the left-hand margin for broader topics and jottings for later
analytic memo writing. I decided to code on hard-copy printouts rather than use a computer
software program. For me there was something to be said for multiple pages of paper. I wanted
to be able to “see” the data within the context that it occurred, and for me using an electronic
organizer was a distraction. In fact, Graue & Walsh (p. 28, as quoted in Saldaña, 2013)
recommend first to “Touch the data. … Handling the data gets additional data out of memory
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and into the record. It turns abstract information into concrete data.” And that is exactly what
happened for me. Every time I read through the data, I became more and more familiar with it,
and it became more concrete. I also felt like I had more control over the data, and I was
immersed in it to the point that some particular quotes were memorized. For example, I may
never forget this quote about compensation: “…It’s not about if you can live on it. It’s about how
you want to live.”
I began the coding the process which according to Merriam (2009) is “nothing more than
assigning some sort of shorthand designation to various aspects of your data so that can easily
retrieve specific pieces of data” (p. 173). I read through the verbatim transcript of each teacher
line-by-line searching for words, patterns or data that supported the categories that emerged from
the literature review and were a part of my start list of codes, which for teacher characteristics
were demographics, alternate route, and teacher preparation. For conditions, these were
colleagues, administration and for compensation, salary, incentives, and reward. I also searched
for data that could possibly lead to new categories. As categories were noted, these were noted
in the margin and given codes. For example, administration was coded SC-Admin. 2.
Because there were multiple participants in this study, I coded each participant’s data
before I went on the next as advised by Saldaña (2013). It was at this point that I made a
preliminary matrix to help organize the data. This matrix was organized by research question,
and codes that turned into categories, and then by teachers. Matrices were important to further
organize the data. As I continued coding the data of the next participants, I added that
information to the matrix chart. I also left room for additional categories.
In addition to coding with word and short phrases, I also “pre-coded” by highlighting rich
and significant quotations or passages that seemed to be significant (Saldaña 2013). I did this
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when I made the first pass through each participant’s data. For example, Tammy was asked how
she was compensated for her work and if she felt adequately compensated for her work. She
said, “I get a paycheck. I think that when it comes to teacher compensation specifically, as far as
just paychecks go, it’s not about if you can live on it. It’s about how you want to live.” Another
example was from Emily, who when asked to describe her principal said, “I also am a little bit
unique because my principal is very good.” These quotations stood out to me as connected to the
research question and so I noted them during my initial pass through the data.
I made a second pass through the data and both found more data, as well as collapsed
some of the codes into one broader code. For example, I coded for principals, assistant
principals, and administration separately, but found that teachers were almost always talking
about principals. Administration became one code. As well, several codes that added were
working with children and practice teaching.
After the second pass through the first participant’s data, I created a chart that organized
the data by categories, and according to the research question that the data was answering. Then
I continued coding each participant’s data, with two passes through the data. As I did this, I
expanded some of the categories according to what I found in the data. The categories were not
set completely from the first participant’s data. For example, the third participant, Emily was
quite verbose in her interview. She elaborated on several things that the first two participants
had only briefly mentioned. She had numerous things to say about her principal. What I
realized was, that because the previous participants had little to say about their principal, who
they considered ineffective, they were reluctant to talk about her. In fact, Amy actually told me,
“We don’t need to talk about her. Not my favorite.” So, I had to go back to the data and find out
what they said about their principal. Data analysis was often not a linear process.
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When I had gone through and coded each participant’s data and made a second pass
through the data for each, and added it to the matrix charts, I then made a third pass through all
of the data, looking for anything I had missed. At this point I further elaborated on the matrices
by expanding them and including any particular evidentiary data or quotations that I would use
to write up my findings. It was during this process of reviewing the data for the third time, that I
decided that a new category was indicated. For example, I had begun to notice that many of the
teachers spoke about working with children. That was a new category that I had not really
looked for in the first pass through the data, nor in the second pass. It was more that I began to
notice this trend with the third participant. For example, when Emily spoke of how she became a
teacher, she said her summer job working with children gave her the idea that she “might like to
do [become a teacher].” And therefore, I added working with children as a category.
Once I completed the coding of the data, I entered all the data onto charts/matrixes
according to each category within each of the three research questions. These charts/matrixes
created a visual representation of each of the categories from each of the nine participant’s
perspectives.
The final themes were for research question one, teacher characteristics, were
demographics, teacher preparation, and working with children. For research question two, the
final themes were students, induction and mentoring, colleague support, administrative
leadership, and other support. For compensation, the four themes were fair compensation,
making a living, incentives, and retention.
Validity and Reliability
Merriam (2009) identified several methods for promoting internal validity including
triangulation. For this study, interviews were in-depth and semi-structured. In addition to initial
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interviews, I conducted follow up email interviews for clarification. Also, memo writing was
used as data collection and served to triangulate and confirm findings, and enhance and extend
the role of the researcher as instrument. Internal validity was established through member
checking. According to Merriam (2009), member checking is a process by which you “take your
preliminary analysis back to some of the participants and ask whether your interpretation rings
true” (p. 217). I gave each teacher the opportunity to review his or her transcribed interview, and
verify it or comment on it. None of the teachers suggested any changes to the transcript.
Merriam (2009) also pointed out that while reliability generally refers to the extent that
research findings can be replicated, reliability is problematic in qualitative research because
human behavior is never static. Therefore, replication of a qualitative study will not necessarily
yield the same results. In order to increase reliability, I created an audit trail through the use of
extensive memo writing and data notes. Richards (2005), who called the audit trail a “log” as in
what a ship might keep in detailing its journey, wrote that “good qualitative research gets much
of its claim to validity from the researcher’s ability to show convincingly how they got there, and
how they build confidence that this was the best account possible.” He continued, “This is why
qualitative research has a special need for project history in the form of a diary or log of
processes” (p. 143). Through this log I described all the details of data collection, notes about
interviews, participants, and data analysis, as well as reflections and details of the study. Some of
my early notes were reflections on researcher bias, the researcher as instrument, concerns and
questions about the study, follow up questions for the participants, and ways to write about the
data.
External validity or transferability is concerned with the extent to which the findings of
one study can be applied to others. Lincoln and Guba (1985) stressed the best way to ensure the
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possibility of transferability is to create a “thick description of the sending context so that
someone in a potential receiving context may assess the similarity between them and …the
study” (p. 227, as quoted in Merriam, 2009). I established external validity by providing detailed
descriptions of the context, including participants and research sites, AR programs, and primarily
through the data findings using the voice and comments of the participants to provide a thick
description.
Chapter Summary
The methodology described in this chapter was used in order to answer the research
questions of examining teachers’ perspectives of the key factors contributing to their retention. I
began with a restatement of the purpose of the research study and research questions and
explained why qualitative research methods were appropriate. I explained the participant
selection process, my researcher’s lens, and context of the study. I continued with a discussion
of the methods used to collect data for the study through researcher memos, semi-structured
interviews, and follow up emails. I then described how data analysis took place. I concluded the
chapter with details of ways the validity and reliability were ensured. The following chapter will
be the findings of the study.
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CHAPTER IV
FINDINGS
The purpose of this study was to examine teachers’ perspectives of the key factors
contributing to the retention of rural teachers who entered teaching through an AR certification
program in Mississippi. It was specifically the goal of this study to understand how alternatively
certified teachers perceive their own characteristics (e.g., teacher preparation, personal
experiences), school conditions (e.g., students, administration), and compensation (e.g., salary,
benefits) to be related or pertinent to their decision to remain in the profession. Rural AR
certified teachers were interviewed for insight and understanding into the factors that contributed
to their retention.
The participants in this study were nine AR teachers who were in their second through
sixth year of teaching in rural schools in Mississippi. They had all completed an AR program,
were fully certified, had been teaching more than one year but less than seven years, and were
currently teaching in a rural school.
The framework of this research study is based on a model for understanding retention
proposed by Sher (1983). Sher proposed that attracting and retaining teachers in rural schools is a
function of the three C’s: characteristics, conditions, and compensation. According to Sher,
characteristics of individual teachers, conditions at the school workplace, and compensation,
including salary and benefits, impact teachers’ decisions to accept and remain in teaching
positions.
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This chapter is divided into four sections. The chapter begins with descriptions of the
teacher participants and their school settings and the structure of the AR programs they
completed. The next sections are divided into three sections using the research questions as a
guide. Interview data are presented to provide support for the research questions from the nine
teachers.
1. Research Question One: How do rural alternate route teachers who stay describe
their decision to continue teaching in terms of teacher characteristics?
2. Research Question Two: How do rural alternate route teachers who stay describe
their decision to continue teaching in terms of school conditions?
3. Research Question Three: How do rural alternate route teachers who stay describe
their decision to continue teaching in terms of compensation?
School Settings and Demographics
School Settings
This study took place in eight rural schools throughout the north part of Mississippi.
There are a number of characteristics that they all share. Each school is located in a rural area of
the state and generally had enrollment of less than 300 students with two exceptions with
enrollment over 1,000. The schools serve populations of PK-12 students with averages of 80%
identifying as African American, 17% White, 2% Hispanic, and <1% Other. The schools all
identified as Title I schools—a high needs school based on the proportion of students in poverty
as defined by the percentage of students qualifying for free or reduced-price lunch—with an
average of 89% of the student body qualifying. In addition, the average teacher to student ratio
was 15:1 and the average graduation rate was 80-84%.
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Structure of the Alternate Route Programs
It is important to provide details about the AR programs that all nine teachers participated
in order to provide context and understanding of the teachers and their programs. It was not my
intention to compare particular programs or their particular features. However, all of the
teachers came from one of three programs and all referred to features of their certification
program during interviews.
Mississippi Teacher Corp (MTC). Six of the teachers participated in the Mississippi
Teacher Corp (MTC). MTC is an AR program funded by the state of Mississippi and offered at a
major university. MTC is a selective two-year program leading to Class A renewable license and
a Masters of Arts degree. MTC participants receive a full scholarship and a guaranteed job
placement. Participants complete intensive training before beginning to teach including
completing three required graduate level courses: Assessing Student Learning, Effective
Teaching and Classroom Practices, and Classroom Facilitation and Management. They also
complete a four-week summer school practice teaching experience and receive mentorship
during the first two years of teaching. The participants commit to teaching for two years in a
high-needs rural school.
Master of Arts in Teaching-Secondary (MAT-S). One of the teachers participated in
the Master of Arts in Teaching-Secondary (MAT-S). MAT-S is a Mississippi AR program
leading to secondary (7th-12th grade) licensure. Students are self-funded and complete two online
courses prior to becoming the teacher of record—a classroom management and an assessment
course. Participants must apply for and be hired in a teaching position before enrolling in the
following courses—an additional methods course and required internship courses. After
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completing the internship, students are awarded the 5-year renewable teaching license and may
continue to complete coursework leading to the MAT degree.
Master of Arts in Teaching-Middle (MAT-M). Two of the teachers participated in the
Master of Arts in Teaching-Middle (MAT-M). The MAT-M is a Mississippi AR program
leading to licensure to teach grades 4-6 and a 7-12 endorsement in an additional content area. At
the time of this study, the MAT-M program was partially funded by a federal grant, and teachers
hired to teach in particular rural districts were eligible for scholarships covering a portion of
tuition and other incentives (e.g., classroom technology) so long as they committed to teaching
for at least three years after completing the program. The MAT-M program is structured
similarly to the MAT-S program, requiring an assessment and management course prior to
becoming teacher of record, but the courses are focused on middle grades teaching. After
completing initial licensure courses, participants must obtain a position as teacher of record in a
4th-8th grade classroom and complete the internship and additional coursework. Two of the
teachers participated in the MAT-M program and received partial scholarships.
Participants’ Profiles
The nine teachers who agreed to participate in this study will be described in the section
below, however some details are excluded to maintain teachers’ anonymity, and pseudonyms are
used.
Amy Jackson, English 9-12, in Northwest Mississippi, MTC. Amy Jackson, a single,
white female in her mid 20s, is from a nearby southern state. She has a bachelor’s degree in
Communications. She worked for two years as a journalist following graduation. It was after
doing volunteer work in Mexico that she realized that she wanted to become a teacher. Through
friends, she learned of the MTC program and enrolled in the program. Amy spoke about how she
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plans to remain teaching in Mississippi because she loves her students and wants to make a
difference in students’ lives.
Katie Smith, Biology 9-12, Northwest Mississippi, MTC. Katie Smith, a single, white
female in her mid-20s, said that she has always wanted to be a teacher, from about the 4th grade.
Her father was a teacher and her mom has always been committed to public education, providing
a strong family background in education. She was familiar with the MTC program at the
University of Mississippi, and therefore knew that studying something besides education for her
bachelor’s degree was a possible route to teaching. She majored in Women’s Studies and
Oceanography, and planned to become a teacher later through an AR program.
Although Katie was planning to be a teacher, she decided to take some time off after
college before pursuing a teaching career. She hiked the west coast from Mexico to Canada,
spent time in Hawaii studying the environment, and worked a while to save funds for her future
college studies. It was after this gap year that she enrolled in an AR program. She says that she
had great teachers and always looked up to them. She loves the process of learning and loves
helping other people understand.
Emily Henry, English 7-8, in Northwest Mississippi, MTC. Emily Henry, a single,
white female in her mid-20s, is originally from the Midwest. She is the first person in her family
to attend and graduate from a four-year university and says it was a big deal when she went to
college. Her dad dropped out of high school and joined the military, serving in Vietnam. Her
mom went back to school when she was in her 30s, and got her associate’s degree in nursing.
Emily has a bachelor’s degree English and Sociology. She also worked three jobs while in
college.
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Emily describes herself as someone who had never planned to be a teacher. In fact, she
says, she was not a very good student in terms of behavior, although she made good grades with
little effort. She thinks her past helps her to understand her students a little better.
It was during her final year of college that Emily received information about an AR
program in Mississippi. She liked the sound of becoming an AR teacher, applied, and somewhat
to her surprise, was accepted. She believes that everything happens for a reason, and feels that
she often just gets lucky, and this was one of those times.
Linda Miller, English 10 in Northwest Mississippi, MTC. Linda Miller, a single,
white female in her early 20s, is originally from a nearby southern state. She attended school in
Mississippi and graduated with a degree in international studies.
Linda has a number of family members who work internationally, either as missionaries
or with the U.S. State department, and therefore always thought that she would be involved in
some type of international work, such as international relations. However, she talked of the
realization of disadvantaged young people here at home and realized that her place of service
was here. She was interested in educational policy and realized that to be effective in policy she
needed to understand it better from the ground up. When Linda learned about an AR program in
Mississippi, she decided to apply and was accepted. She loves her job and got teary when
talking about her students. I witnessed her addressing her students as Mr. and Ms. when they
came into her room. This was quite revealing of her love and respect for her students. She likes
the school where she is working and plans to teach here again next year.
Mai Johnson, Biology and Anatomy and Physiology, 9-12, in Northwest Mississippi,
MTC. Mai Johnson, a single, white female in her early 20s, is from a nearby southern state, and
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has a BS degree. She has extensive internships as a teaching assistant, HIV counselor, and
working with adolescents.
Mai did not plan on being a teacher. In her last year of college, she began to realize that
career options in her field with a bachelor’s degree alone were limited. She realized that she
would need a graduate degree to work in the areas that appealed to her. She had done an HIV
counseling internship and liked working with younger people. She began looking at graduate
opportunities and discovered the MTC program, which she saw as a way to work with younger
people and use her science knowledge. She was accepted into the program and moved to
Mississippi in 2017.
Mai’s parents, who are both in business, were surprised to hear that she wanted to be a
teacher. She had never planned to be a teacher but loves it. She loves teaching children and
seeing them understand. She has a strong, caring and close family and talked several times of
seeing them, and how her dad and sister came up and helped her set up her classroom. When
asked what she felt was her reward from teaching, she had tears in her eyes when she replied that
it was reaching the kids. She loves what they say and do and is often surprised.
Tammy Hardin, Chemistry 9-12, in Northwest Mississippi, MTC. Tammy Hardin, a
single, white teacher in her early 20s, originally from South Mississippi, who began college at a
nearby community college. Initially, she was unsure of her major, but after taking her first
college chemistry class, knew she wanted to major in chemistry. She transferred to a Mississippi
University for her junior year, where she received her undergraduate degree, and said it was a
hard degree to get.
Although Tammy thought about becoming a teacher, she never really expressed that to
anyone because so many people, including her parents, thought that because of her good grades
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and intelligence, she should be a doctor or lawyer. She considered getting her Ph.D., but after
seeing that most chemistry professors do research instead of teaching, she decided against it. She
mentioned the time she spent helping her two special needs sisters with school and feels that this
influenced her to become a teacher. She decided to pursue a Master’s in Teaching through the
MTC program at the University of Mississippi.
Tammy has taken on lot of responsibility at her school. She volunteers for many extra
activities, such as student council, college prep, and college bowl. She has a sense of humor, and
when we were meeting for the first time, said, “I’m the tired girl who looks 17 in the blue Tshirt.”
Jackie Parker, 4th grade, with an emphasis in Language Arts, in Central
Mississippi, MAT-M. Jackie Parker is a married, white teacher in her 40s and is from
Mississippi, and commutes about 40 miles to her school. She has a bachelor’s degree in paralegal
studies. She also worked for a number of years at a public university.
Jackie says that she always wanted to be a teacher but had never found the right program
or the right time to pursue it. Although she had considered a career change often over the years,
it was her dad, as well as other influential people in her life, who encouraged her to become a
teacher. She feels like it’s a calling on her life to be a teacher. Although she had some difficulties
in her early years as a teacher, she plans to continue. She finds this year’s students to be
especially challenging.
Shannon Tate, 4th grade Language Arts, in Northeast Mississippi, MAT-M.
Shannon Tate is a single, white teacher in her late 20s. She has a business degree from a
Mississippi university. She worked after graduation for an insurance company but didn’t really
enjoy it because of the stress involved in working with customers. After she was downsized at
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work, her mother, who had recently retired from public school teaching, and begun working at a
private school, suggested Shannon consider substitute teaching.
Shannon took her mother’s advice and fell in love with teaching as a substitute teacher.
She felt that teaching high school was not a good option because her students were so much
larger than she was, so she decided to teach elementary through the MAT-M program. This is
her third year teaching. Her long-term plan is to move up to higher grades so that she can teach
business.
Matt Watson, social studies, economics, geography, and American history, 6-12, in
Northeast Mississippi, MAT-S. Matt Watson is a married, white teacher in his early 30s. He is
originally from a northern state but has family ties to Mississippi. Matt attended a Mississippi
university and graduated with a business degree.
After graduation, he started his career working in computers, and although it paid well
enough, he said that it was more like a college job with no benefits or possibilities for
advancement than a career. His wife had become a teacher through an AR program and
encouraged him to consider becoming a teacher. He was offered a scholarship that would cover
the cost for the initial courses, so he decided to give it a try to see if he might like it. Afterwards,
he decided to pursue teaching as a career, and began the MAT-S program.
Matt is beginning his sixth year in teaching. His first two years were at a school that had
been recently taken over by the MDE. When that school later closed, he taught middle school
history for three years, and is now teaching high school, where he intends to remain. He enjoys
teaching high school students. Matt’s parents, who are both pharmacists, are very supportive and
have always encouraged Matt to work at something he loves, not for the money. He feels he has
found that in teaching.
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Table 2
Teacher Profile

Teacher
(Pseudonym)

Amy Jackson

Katie Smith

Education

Communications
BS
Women’s
studies/Oceanography
BS

Teaching
Year/
AR Program

Subject/Grade

2nd
MTC

English 9-12

2nd
MTC

Biology 9-12

Emily Henry

English/Sociology
BA

2nd
MTC

English 7-8

Linda Miller

International Studies
BA

2nd
MTC

English 9-12

Mai Johnson

Public Health
BS

2nd
MTC

Biology, A&P 9-12

Tammy Hardin

Chemistry
BS

2 nd

2
MTC

Chemistry 9-12

Jackie Parker

Legal Studies
BA

3rd
MAT-M

Elementary 4-5

Shannon Tate

Business
BS

4th
MAT-M

Elementary 4-5

Matt Watson

Business
BS

6th
MAT-S

Social Studies 7-12

Research Question 1: How do Rural Alternate Route Teachers Who Stay Describe Their
Decision to Continue Teaching in Terms of Teacher Characteristics?
Teacher characteristics refer to the presence of personal qualities related to background,
demographics, preparation for teaching, and personal experiences. Sher’s (1983) framework
suggests that teacher characteristics influence teacher retention. According to the literature,
teachers’ age is one of the most reliable predictors of departure from one’s job, with a U-shaped
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distribution in which both younger and older teachers are more likely to leave. In this study, only
four of the nine AR teachers had worked after college in their respective careers, and therefore
were older when they began their AR program with an average age of 30. Corresponding to the
ages were the number of years spent in other jobs that ranged from two to nearly 20 years. The
other five teachers began the AR program directly after college and had not worked in full-time
jobs prior to teaching, and their average age was 23. Both groups, younger teachers just out of
college and older career changers, planned to stay in the classroom. Some studies have noted that
AR teacher programs draw more men and minorities into the teacher force, and therefore could
contribute to retention, since men are slightly more likely to remain in teaching than women.
However, with only nine teacher participants to draw from, my findings were inconclusive. The
teachers who volunteered to participate in this study were all White, and only one was male.
Teacher demographics such as age, gender and race/ethnicity were possible contributing factors
of retention; however, the design of the study and sample size preclude drawing conclusions
about these factors, and there was nothing in the interviews that the teachers mentioned as a
contributing factor for retention that was consistent with the literature. The teachers in this study
did talk about two characteristics that seemed to influence their decision to remain in the
classroom: teacher preparation (including coursework and practice teaching) and personal
experiences working with children.
Teacher Preparation
Retention is not affected by type of preparation program, but by attributes of those
programs. Ingersoll (2003) found attrition was cut in half when teachers were prepared in five
key preparation elements: choosing instructional materials, child learning/psychology,
observation of other classes, feedback on teaching, and practice teaching (Ingersoll, 2003). More
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extensive training, which included more methods-related coursework and practice teaching, leads
to retention.
Teacher preparation is defined mainly as coursework and experience that occurs before
teaching begins, although with many AR programs that lead to a Master’s degree, coursework
continues after teaching begins. As part of their preparation for teaching, all of the teachers had
education coursework before beginning to teach, usually just two courses. However, the teachers
were divided in their descriptions of the coursework by the particular program they completed to
become AR teachers. Three teachers who were participating in a MAT program spoke less
highly of their preparation, which consisted of two or three courses on methods and evaluation,
taken either online or face-to-face, and no practice teaching.
Only coursework as preparation. The three teachers from the MAT program began
teaching with only coursework preparation, either online or face-to-face. This was their only
preparation before beginning to teach. All three MAT teachers, to various degrees, felt that they
were prepared to teach, but after entering the classroom, felt that coursework only was
inadequate for the challenges they faced.
Jackie stated that while she had three courses prior to entering the classroom, including a
literacy course, and thought she was prepared to teach, she felt differently after entering the
classroom. She explained that she “found out, discovered very quickly” that she was in way over
her head, and although one of her courses was a literacy course, “it was primarily focused on
phonics and the very early literacy stuff, not really to help me with 4th grade ELA [English
Language Arts].” She further elaborated that there was “nothing in [the program] to help
teachers coming from another field with this high-stakes testing environment and
understanding.” Jackie stated that it would have been beneficial if there was a “class to help us
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with data, understanding data, STAR, MAP levels, what we’re expected to do, the I-Ready data,
and how that correlates to MAP.” (STAR, MAP [Measures of Academic Progress] and i-Ready
are all classroom level, computer-based formative or diagnostic/screening assessments). Jackie
reiterated that when she began teaching “all that stuff was way over my head.”
Shannon also reported that she found that coursework alone was ineffective for preparing
her to teach and emphasized, “I didn’t think it was enough. I took [classes] in the summer, so I
had two months. Two. It’s not enough time to learn everything you need to learn.” She said that
this lack of preparation remains her biggest struggle. “I took one SPED [special education] class.
I have to go and ask my SPED teacher all the time. What is this? What is that? How am I
supposed to accommodate this child?” Similarly, Matt, the third MAT teacher, also took two
courses for preparation, and said afterwards that he felt “pretty prepared,” but it was only after
entering the classroom that he “realized that you’re really not that prepared.”
Coursework plus practice teaching. In addition to coursework, traditional teacher
preparation programs have a component of practice teaching, which can vary in length. Often in
an AR program, the practice teaching, called an internship, takes place during the first year of
teaching. However, the six teachers in the MTC program completed their coursework during the
intensive summer program, which included practice teaching before beginning to teach.
Rigorous coursework. Several of the teachers described the summer coursework as
challenging and comprehensive. Emily saw the coursework as not only challenging but also
comprehensive. She commented that the coursework covered was comprehensive on subjects
such as learning about “the population you’ll be working with . . . how to talk to students … how
to talk to the administration … how to grade . . . methods…lots of hands-on stuff … but also the
political field and how to navigate it.” She further elaborated on the methods course, and how
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they practiced classroom management skills through role play scenarios. Emily said that for her,
the classroom management course was “the hardest thing,” because “it was all about classroom
management.” She explained that these role plays were scenarios involving particularly difficult
examples of student misbehaviors, and in these scenarios, you’re “just a teacher walking into it
completely blind, so if you do the correct behavior and stop it, then the role play stops. But if
you do something wrong, it escalates,” until you are able to stop it.
Linda found the coursework challenging because of the intensity of the coursework in the
afternoon, which was combined with practice teaching in the morning. The coursework, she said began
when the students left at noon, and continued until 5-6 p.m. five days a week for six weeks. Linda
described coursework that included “classroom management class … first days of school … role plays
and reflection papers . . . about those [role plays].” She commented that in addition to the three courses
she was taking, that for “every day during summer school when you taught, you had a mini reflection
paper you did on your lesson for the day, both in terms of the content and in terms of the management.”
For Linda, the biggest challenge was “adjusting to the time management,” which she said continued
because of the preparation involved in teaching in “Title One schools.”
Several teachers commented on the practical value of method and management courses, in that
they focused on subjects, materials, and methods they could use. Emily stated that the focus on methods
of classroom management and the experience she got during those role plays was very helpful in her
classroom. She explained that “looking back in the past year, a bunch of the stuff that happened in those
role plays, is 100 percent accurate.” She continued, “like kids making random choreographed noises,
like barking over here, barking over here. How do you get them to stop? And that is a very crucial skill
to have.” Tammy agreed and felt like her coursework, including methods, prepared her for teaching. For
example, she said she was “familiar with how to do a lesson plan and how to plan a unit and those kinds
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of things.” As well, due to these courses, she said, “By the end of the summer school I felt more
confident in my ability to manage the classroom.”
Similarly, Mai described her coursework as relevant. She explained why she thought the
role playing helped with classroom management:
Role playing was definitely helpful … I think classroom management with the experience
that you were already getting actually teaching and then with the role playing, it was
good because it was like they would focus on one thing. They would focus on teacher
voice or you know, circulation or body positioning. And focusing on those key things in
role plays helps because then it would translate it to the classroom.
Mai reiterated how the coursework on methods was beneficial “because when you get to the
actual classroom, and a kid picks on that weakness, you know how to handle it.” Tammy also
thought that the coursework helped her with curriculum and planning, specifically because it had
been some time since she was in AP Biology, and that “it was helpful to go and dive into how …
to plan a curriculum or a unit … and this is going to take a week. This is going to take two
weeks. This is going to take even longer.” She reiterated that the curriculum coursework “was
helpful to see how to plan things out.”
Practice teaching. The six MTC teachers reported that the practice teaching experience
prepared them for their own classrooms as they developed their teaching skills. Amy felt better
prepared for teaching after practice teaching because it was in a “real classroom,” setting. She
said that she was “teaching from day one,” and although she was new, she “was the teacher in
front of the classroom.” Katie stated, “It was the hardest thing . . . in that I was dealing with two
things . . . the number of actual hours in front of a classroom full of students, as well as the
behavioral issues in the summer school class.” The combination of those “two things” was very
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“challenging.” Katie believed, however, that her summer school practice teaching not only
helped her reduce the “shock of how students” would act but gave her the practical experience
before she “had to deal with it all” on her own.
Tammy found practice teaching beneficial although difficult at first. Although she was a
chemistry teacher, she had to teach math because there was no chemistry summer school class.
However, she didn’t find the teaching part “super difficult.” It was the classroom “management
that was stressful” at first for her. She also noted that there was a certified teacher in the
classroom, but only to observe, and pointed out that everything else that happened in the
classroom, “all of the normal classroom management issues, that was on me. If it was my turn to
teach, that was on me.”
Mai thought the best benefit of practice teaching was that it was an opportunity to
connect coursework to the classroom. She explained that combining “classroom management
with the experience that you were already getting actually teaching,” and then adding the “role
playing” helped her. She explained that this connection was “good because it was like they
would focus on one thing … teacher voice … circulation … or body positioning… and focusing
on those key things in role plays because it would translate it to the classroom.”
For the six teachers who experienced practice teaching as part of their teacher
preparation, all saw the practice teaching preparation as important in that it helped them learn to
teach, connected coursework to the classroom, and gave them experience before having the
responsibility for their own classroom. This concurs with other findings that teachers in general
cite practice teaching as the most valuable aspect of their preparation. The value is that the
student teaching experience gives them opportunities to learn from modeling, practice, and
working with students.
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No practice teaching experience. However, the three teachers from the MAT program
had no previous classroom experience through practice teaching but they thought it would have
been very beneficial, and they highly recommended practice teaching for alternate route teachers.
Shannon stated that she was “overwhelmed” and “almost quit” her first year because she had no
practice teaching experience. She emphasized, “I was not prepared. I was in that classroom
figuring it out . . . with kids counting on me every day.” She further elaborated that she “stayed
up until 12 o’clock . . . doing school work, doing work for the classroom, trying to figure out
what I was going to do to get the kids where they needed to be at the end of the year.” Shannon
felt like if practice teaching is important for traditional student teachers, who have multiple
opportunities to practice during their training, then “wouldn’t it at least be important for an
alternate route teacher?” She emphasized that before going into the classroom, all teachers “need
to be working with kids.” Jackie agreed and stated that like Shannon, she “was not prepared,”
and would tell future teachers that if “you can do the traditional route and get the practice
teaching that is the absolute best.”
Experience Working with Children
The three C’s framework suggests that prior experience with children is one variable that
can influence retention. These nine teachers spoke about their prior experience with children
and/or adolescents before becoming teachers as something that they enjoyed or impacted them
significantly. For these nine teachers prior experiences working with children was an influential
aspect of becoming a teacher or confirming it.
Description of working with children. The average amount of time each participant had
spent working with children and in schools prior to teaching numbered in the years. Their
experiences included tutoring students (Matt, Katie, Tammy), college internships (Amy, Mai),
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and teaching (Emily, Shannon, Linda, Jackie). Although they were all involved to various
degrees in teaching children and/or adolescents, both their experiences and the amount of time
spent in these activities varied. Some of these experiences working with children took place at
elementary or high schools, college campuses or clinics (Mai), either tutoring or teaching, while
others took place at church (Jackie), and in a foreign country (Amy). For some their experiences
were quite extensive and took place over multiple years (Shannon, Jackie) or multiple summers
(Linda, Emily) during their college years.
Enjoyment of working with children. Enjoyment of working with children was an
aspect that several teachers talked about. Several teachers commented about the satisfaction and
enjoyment they experienced while working with children. Shannon explained that when her
regular job was downsized, she began subbing part time. Shannon realized it was more than just
subbing, she “was actually teaching.” She emphasized her enjoyment of working with children
that she didn’t just “kind of” fall in love with teaching, she “fell in love with it.” Shannon
elaborated that she really “liked interacting with the children every day,” and it was rewarding to
hear them say, “We’re getting it.” Amy said she realized just how much she enjoyed working
with children when she worked in Mexico during an internship with her university. She stated,
“I did a lot of volunteer art teaching. I've always loved teaching, that I actually wanted to be a
teacher and through the volunteer work I did, actually kind of thought I wanted to [become a
teacher].”
Emily also discovered how much she enjoyed working with children when she was
working with middle school students between her college years. For six weeks, she taught
Science, Technology, Engineering, and Mathematics (STEM) programming. Emily said that it
was her “first time really teaching anything” and they “were doing science projects.” In fact, it
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was that summer work that showed her that “maybe I could do this,” but in the end she decided
that she didn’t want to “restart” her coursework during college. Working with children was “just
a fun summer job,” but it ultimately led to her decision to become a teacher through an AR
program.
Impact of working with children. Many teachers discussed the impact that working
with children had on their career path, either confirming that decision or eventually influencing
the decision to become a teacher. Tammy stated that she has two sisters with special needs and
she “had to help them out a lot with their schooling.” She continued that she enjoyed it “even if
they were struggling,” and it was the “moment whenever nothing … made sense.” But then one
of her sisters would say, “oh.” It was the “aha moment” for Tammy, as well, that “really kind of
locked [teaching] in.” Amy agreed. During her time teaching in Mexico she realized she “always
loved teaching” and “actually wanted to be a teacher” because of the volunteer work that she was
doing.
Mai’s experience working with children had an impact on her, as well. She talked about
how three experiences during college internships and high school actually directed her toward
not only teaching but also working with younger people. She said she “really enjoyed” her first
internship as a teaching assistant (TA), and that she “really enjoyed working with people,
especially people who are still learning.” Her second university internship was at a clinic where
she had the opportunity to work with adolescents. Mai elaborated that one of the reasons she
enjoyed it was that “it brought in people over the teenage years,” and she also “volunteered in an
elementary school” while in high school. To explain why she chose to become a secondary
teacher, she said that it “was a combination of things … I really like working with kids and
helping the younger population.”
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Linda’s opportunity to work with children impacted her and changed the trajectory of her
career choice and future plans, from foreign service to education. She described her work with
children:
I worked with the Sunflower County Reading Project in the Delta. I was in college core
for my junior and senior years of college and was placed in an elementary school with a
classroom that had a really high percentage of Tier 3 students and did a couple of
different things, but mostly focused on one-on-one and small group reading intervention.
I was in a third grade class right out of the gate. So I provided a lot of support in that
capacity.
In Linda’s second summer, she was “the reading teacher,” and when the teacher she
worked with had to go on medical leave, she stepped up to “help lead the classroom, then.” This
experience over the two summers cemented her decision to work in education instead of foreign
service.
Though they didn’t explicitly say it’s the reason why they’re continuing to teach, all of
the teachers I interviewed had experience working with children before entering the profession.
This is even more significant because these teachers were motivated to become teachers through
an AR program and spoke of their experience with children as a factor in influencing their
decision to change careers and career plans. Through the experience of working with children,
these teachers had a better idea of what they were getting into. Shannon said it best when she
said, “I was subbing and I kind of fell in love with it. I didn’t kind of . . . I fell in love with it. I
liked interacting with the children every day, and I liked actually getting to see them getting it. I
liked that aspect of it. So I kind of got into [teaching] that way.”

92

In conclusion, the nine AR teachers had different demographics that while interesting
were neither consistent nor exceptional for all teachers, except that they were slightly older than
traditionally prepared teachers when they begin teaching. Preparation for teaching showed
differences according to which program the teachers came from. The MTC teachers who
experienced practice teaching combined with coursework saw their preparation as more positive.
All of the teachers discussed their experience working with children and how that influenced
them to become teachers or confirmed their decision to become teachers.
Research Question 2: How Do Rural Alternate Route Teachers Who Stay Describe Their
Decision to Continue Teaching in Terms of School Conditions?
The second C, conditions, refers primarily to working conditions. Working conditions are
those that take place at school, such as the classroom, new teacher support, induction and
mentoring programs, professional collaboration, and administrative leadership, and are all factors
that have been found to influence teacher retention.
To answer this question, I will discuss the five themes that demonstrated how teachers
describe their decision to continue teaching in terms of school conditions. These included the
classroom, induction and mentoring, professional collaboration and colleague support,
administrative support and leadership, and other support.
The Classroom
Student demographics can influence teacher turnover. Although the literature speaks
about high teacher attrition in schools that have largely minority populations, high-poverty
schools, and low achieving students, that does not seem to be the case for most of these teachers
in my study. All of the teachers taught in largely minority and low-income schools that have
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been characterized as having low-achieving students. However, that was not completely the
case. One of the main things was that they really liked their students.
Students were seen as capable, motivated. Even while acknowledging that there were
some issues with discipline and student behavior in their classrooms, nearly all of the teachers
saw their students as capable, motivated to learn, and spoke very positively of them. For
example, Amy said, “My students were motivated to learn, but didn't see themselves or their
place in the traditional school setting or framework of standardized test-heavy learning. They
loved learning about the world around them and loved stories.” Katie stated, “Most of my
students were motivated to learn and complete their assignments, but I also had way too
many students who refused to do work.” She noted:
This year is even better. My students are way more motivated to learn. I only have the
occasional student who doesn't do his/her work, but it is a noticeable difference from last
year. I think it is partially the students whom I teach now are more serious and diligent
than the ones I taught last year, and I also attribute this higher motivation to the better
structure of my classroom this year compared to last year.
Mai, who teaches science, commented that the majority of her students were motivated to
learn. She stated, “I would say that the majority of my students were motivated to learn my first
year of teaching. My second year I would say the majority stays the same.” She continued, “Each
class kind of has its own quirks though that makes them interesting to work with. The 9th grade
batch this year has different weaknesses and strengths than last year’s did.”
Shannon also spoke of the improvement of her students her second year. “Students were
some better. I knew two of my classes, so I went in with a different game plan on behavior. Also,
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my new group (4th graders) were very self-motivated, so it made me want to go to work and
teach that group of students. The behavior was much better.”
Challenges in teaching diverse student population. Some of the teachers commented
on the challenges in teaching a diverse student population, such as behavior and lack of
motivation. Matt, for example, described the situation at his school, which had been taken over,
as a challenge for all the teachers in the school. He stated:
I’ll be honest. For the most part, the scores were not the fault of the teachers. Most of
those kids, they did not care when you tried to motivate them in any way we could. The
other problem I thought with the county was, those kids were just so beaten down.
Everything was . . . their failures, even though in a lot of respects, like I said . . . most of
the reason the state took it over, wasn’t even the students or the test scores.
Matt described it as a negative environment for the students, with everyone “continuously being
told, the school is awful, no one wants to be here.”
For several of the teachers, there were some student behavior issues that they had to deal
with, but they were considered a part of the job. For example, Amy was matter of fact when she
stated, “Of course there were discipline problems! Any high-poverty school will have these
issues if there isn't a strict framework and consistency. This is hard to accomplish when these
schools have a fluctuating staff. [Student behavior] is a lot better now.”
As well, Mai commented about behavioral problems of her students, but she said that all
the teachers as well had those problems, and it wasn’t unique to her as a new teacher. “I will say
my first round of students gave me quite a few behavioral problems that even experienced
teachers deal with as they have moved into other classes and other grades.” For Shannon, student
behavior was a problem her first year, and explained. “Discipline the first year was awful! I had
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a student throw a desk, tear up a test paper, he refused to leave my room or leave a space when
the then principal would come get him.” But she acknowledged that it was better her second
year. “I knew two of my classes, so I went in with a different game plan on behavior. Also, my
new group was very self-motivated. The behavior was much better.” For some of the teachers,
there were some issues with behavior, as is normal.
Satisfactions in teaching. Despite the range of abilities and challenges with a diverse
student population, all the teachers expressed a level of satisfaction in working with their
students. In fact, they all spoke of how much they loved the kids and enjoyed teaching them.
They all mentioned the fulfillment of the “aha” moment.
Several teachers discussed how rewarding it is when students have an understanding of
something that creates an “aha” moment. Mai described the moment. She stated, “And it was
such an aha moment for them and I was so proud of them because I was like they’re asking these
questions to figure out what’s going on in the world around them . . . there’s nothing more
rewarding.” Mai described another situation with a student who had made a really good grade on
the test that day, whose “past grades have not been so great.” After praising her for doing so
well, the student replied, “I worked really hard for it.” And Mai told her, “It shows.” Emily also
thought that a good “aha” moment was a source of satisfaction as she explained, “I also love a
good ‘aha moment,’ when the kids are mad, frustrated. Well, I’m like, try it this way and then
they get it, and it’s just, oh it’s so easy.” Matt also expressed his satisfaction in “those moments
where the kid goes, ‘Oh, I finally understand something that we’re doing’ or ‘I really grasp it.’ ”
Several teachers discussed that having students learning was important to them and a
source of satisfaction. Emily stated that “there’s nothing better than having a student that has
learned something, and you affected in some way, and that’s an awesome feeling.” Tammy’s
96

favorite part about students learning was when students who complain about doing too much,
“still come back in the next day. And they’re happy. And I think that is very satisfying to me.
To know that they’re going to complain about the work because they’re kids and they don’t want
to do the work, but they’re still ultimately excited to come back.” She reiterated, “I love the kids.
The best part of my day is the kids.”
For other teachers, they expressed a sense of satisfaction because they like seeing the
students grow and learn. Mai stated, “I like to see the growth that happens every year with
students. I like seeing students grow and learn from their mistakes and also enjoy feeling that I
am a part of helping them towards their future.” Katie felt the same way. “I love the days and
times when everyone in my classroom is learning, doing what they’re supposed to do, and
excited about the lesson. That feeling that I am helping someone learn something is one of the
best feelings I know.”
Making a difference. Two teachers mentioned that they felt like they were making a
difference in children’s lives. Shannon said that at the end of the year when she looked at the
students’ academic data, the majority of her students had grown. She believed, “Despite all the
awful days, I still had made a difference in the majority of my students.” She reiterated that she
loves “learning with my kids” and plans to keep teaching as long as she is “still making a
difference in my kids’ lives-personally and academically.” Jackie also believed that she made a
difference in the students’ lives. “Yes, I do [make a difference].”
In one way or another all the teachers said nearly the same thing about their students: “I
love the students.” “I mean I love the students.” “I love my kids. You couldn’t pay me enough to
do something different from 7:15 to 3:15.” “I just so fiercely love them . . . and there’s nothing .
. . better . . . than having a student . . . you affected in some way.” “So just, I love the kids.” “I
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was so proud of them.” “I go everyday because I love my kids.” “It’s also those moments
where the kid goes . . . ‘I really grasp it’.” Nearly all the teachers saw themselves as capable of
handling the challenges of their assignments, and saw their students as motivated and capable.
These positive attitudes toward their students and to addressing student needs may be different
from the attitudes of new teachers who decide to leave early. Even while acknowledging that a
range of abilities and challenges exist in their schools and classrooms, these teachers tended to
see students and student learning as a source of satisfaction, which supported their decision to
remain in the profession.
Induction and mentorship programs
Induction and mentoring programs have been shown to be effective ways to support new
teachers. The amount and intensity of the induction support including mentorship varied
considerably for the nine teachers, from no induction or mentoring, to induction plus mentoring
or mentoring only. For Matt, Linda, and Mai, there was no induction, nor were they assigned a
mentor. Matt was teaching in a school that had been recently taken over by the state for ongoing
low performance, and described the focus was on “raising test scores.” Neither did Linda have a
mentor, but in fact “was the mentor,” for another new teacher. As far as both induction and
mentoring, Mai reported that she had “none at all.”
Induction experience. The other six teachers experienced varying degrees of induction,
including mentoring. Both Emily and Tammy had induction experiences that included more than
mentorship. While neither described the induction as “formal,” or “true,” the programs consisted
of regular and ongoing new teacher meetings and an effective mentoring program. Emily
explained that the induction was targeted at new teachers in the sense that they were taught “how
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to use different resources or this is how you use Google classroom with your kids. Or this is how
you use this programming.”
Tammy also did not define her induction as “true induction,” but said there was a support
program in place for new teachers. She said there were meetings the first Monday of every
month, and the “lead teacher, head teacher . . . would come and she would kind of just tell us,
these are some things that I remember for my first year teaching that were difficult. Does anyone
have good things to share about this, or comments?” Tammy continued, “And then we would
just kind of talk and share practices. It was really nice.”
Tammy and Emily were both assigned mentors who taught in their subject area, and were
experienced and located nearby. Tammy’s mentor was a support to her from the beginning, and
she described her this way: “My mentor was actually my neighbor at school and our classrooms
actually had a door that connected us from inside the room. My mentor has been really great
about checking in on me, with that connecting door.” Tammy reiterated, “It was just nice to have
him there. I would go to him about problems. He would give me resources.”
Emily’s mentor provided support and she additionally described her mentoring as both
formal and informal. “It was both. Formally, we did have . . . meeting forms . . . we would have
to log. On this day we talked about this, but also, she was a very good just informal mentor. I
had this awful experience last year [with the principal].” Emily went on to explain how her
mentor, “literally that day . . . took me out just as a friend.” She said to me, “You’re doing a
great job with those kids, like you’re doing much better than a lot of people in your position. And
she basically gave me all the affirmation that I wasn’t getting from my administration.” Emily
reiterated, “I think that that mentor relationship was great. Anything I needed, she helped with.”
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Induction primarily mentoring. The remaining four teachers who experienced some
induction spoke of new teacher meetings at the beginning of the school year, more like
orientation, so that their induction was primarily mentoring. And while all four teachers were
assigned mentors at the beginning of the school year, only Amy spoke explicitly of her support
from her mentor as she described her as “experienced with over 20 years of teaching English.”
Amy said her mentor helped her with “…ideas, just like if I had a problem or like a question, I
could come to her first instead of my principal.” As well, Amy said her mentor had “taught all
the kids that I was teaching at the time, so that was really good.” Although Katie was also
assigned a mentor in her subject area, who was very experienced, their teaching schedules
conflicted and there were few opportunities to meet other than on occasion.
Both Jackie and Shannon were assigned mentors by the district, but neither received
support from them. Jackie’s assigned mentor was also the school’s interventionist and although
she “was down the hall . . . she didn’t have time to be [my mentor].” On the other hand,
Shannon’s assigned mentor had the time, but as Shannon explained, “she didn’t do anything with
me. I would go and ask her questions and she would kind of blow me off . . . She was more
worried about the reading grade than she was helping me.”
In sum, three teachers received neither induction nor mentoring. Two teachers, Emily
and Tammy, participated in an induction program that was more comprehensive, and included
new teacher induction meetings that were regular and throughout the year, as well as a strong
supportive mentorship. The remaining four teachers had assigned mentors, but only two
received some support from them. Shannon and Jackie had mentors were in name only. In spite
of the lack of support through strong induction and mentoring for most of the new teachers, the
teachers returned.
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Professional collaboration and colleagues
Professional collaboration opportunities and collaboration with colleagues are working
conditions that may influence a teacher’s decision to leave a school. Collegial relationships, as
part of the working conditions, may influence teacher satisfaction and affect teacher retention.
The amount and intensity of professional collaboration opportunities and collegial
support varied considerably for the nine teachers I interviewed, from none to full collaboration
and working together in classrooms and variations in between. Even for those teachers who
experienced collaboration opportunities with colleagues, each school experience was different.
Three teachers stated that they did not have any support from colleagues or other teachers, while
most other teachers experienced positive collegial support.
Positive collegial and professional collaboration. Many of the teachers experienced
positive collegial and/or professional collaboration, although this varied in form. Emily had
collegial support, and collaborated and taught with other teachers. She described what she called
“support” when she talked about her inclusion teacher who came to each class with inclusion
students, who not only worked with those students, but in fact, “helped with management.” For
example, she said that if she “was writing on the board and I had my back turned, [the inclusion
teacher] would keep track of who was talking.” She elaborated that either “I could handle it or
she would just handle it herself, behaviorally, so she helped with management.” Emily further
explained that they would “co-teach,” because “inclusion should be co-teaching … we’re both in
here . . . we’re both here to make sure everyone does well, not just these two [inclusion]
students.” Similarly, Mai, not only had collegial support, but also collaboration with other
teachers. Mai stated that she had “colleagues that were really supportive,” and that she also
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collaborated with the English 2 teacher “a lot when we shared a set of students first and second
semester.” She underscored that their “collaboration has increased this year.”
Amy also experienced positive collegial support from colleagues as well as her mentors.
Amy described her colleagues as “incredibly supportive . . . tight knit,” and that she had “many
close friends among the staff.” She stated that her mentor, who also taught English helped “with
ideas [for teaching] . . . or if I had a problem or a question, I could come to her first.” And her
colleague’s support was valuable because she had already “taught all the kids that I was teaching
at that time.”
Tammy also described significant support from her more experienced chemistry coworker who provided her with lesson plans and curricula that helped her teach. Tammy said that
because her colleague had taught many years, “she had everything basically . . . so we worked
together.” As Tammy put it, “I was trying to stay afloat … so I used a lot of her materials. And
that worked fine last year.” As well, she received support from her mentor teacher, who was
located next door. They would share resources and her mentor was the one she “would go about
problems.”
On the other hand, while Matt did experience some collegial support, he noted that his
school was in a difficult situation having just been taken over by the state, and “most teachers
that were out there were brand new.” He said there was some support by those “that had been
there awhile and were willing to help by giving you ideas and some direction on what to do.”
However, he said that it was up to you to “find that person or ask that question. Ask for help.
That sort of thing.” Because as he said, “Everyone’s in the same boat just trying to get scores up
and meet these goals.”
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Very little to no collegial support. For three of the teachers, there was very little to no
professional collaboration or collegial support. Shannon and Jackie, who were both teaching
elementary and in very small schools, experienced a lack of collegial support and collaboration.
Although they both had assigned mentors, they were in name only, and as well, they said it was
indicative of the school environment. Jackie stated that “[My mentor] didn’t have a lot of time to
mentor me. And we had no collaboration on the hall. We did not. And I was on my own, totally
on my own.” Similarly, Shannon felt that there was no collaboration or collegial support, and
also said she was “on her own.” She explained that even though the school was small,
“Everybody was divided . . . you did your own thing . . . you stayed in your own room.” From
her perspective, as a result, “Morale was not good here.”
Like Jackie and Shannon, Katie also experienced a lack of professional collaboration and
collegial support. However, Katie’s experience was not only a demonstration of a lack of
collaboration and support, it was a very negative experience and counter-productive. Her
mentor, who was also a science teacher, left her “the entire Science Fair to do” for the entire high
school. Katie elaborated, “Because she had been there longer, she had more pull and decisionmaking power, so she just put it all on me. I was a first-year teacher and already teaching two
preps. I should not have been organizing the science [fair]. I didn’t know what to do . . . and it
was horrible.”
In sum, as with induction and mentoring, teachers’ access to collaboration and collegial
support varied. Several teachers experienced a sense of isolation and being “on my own,” while
others had very different experiences, such as positive mentor and colleague relationships and
opportunities for co-teaching. Although the literature suggests that collegial and collaboration
influences retention, these teachers stayed in spite of this lack of support.
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Administrative leadership and support
Administrative support may be one of the most significant working condition predictors
of teachers’ intent to remain in a school and the most significant predictor of teachers’ job
satisfaction. Administrative support varied considerably for the nine teachers, from effective and
supportive, to benign. Some teachers experienced a complete lack of support, which undermined
their teaching and hindered their effectiveness.
Supportive administrative leadership. Only four of the nine teachers stated that they
had effective administrative leadership, which they described as “supportive.” However, the
support varied in terms of type, quantity, and quality. Several teachers considered that they had
effective administrative support from their principals and described their principals as
“supportive” and commented about the support they experienced from their principals.
Emily described her school situation as stable with a supportive principal who had been
there for four years with a lot of experience. She noted that her situation might have been “a little
unique” because her principal was “very good” as well as “firm and consistent,” and
“committed.” Emily further stated that she knew that if she needed help with something, she
could have “asked for it,” and her principal would either “help me with it herself or find someone
who could help.” She elaborated, “I had a medical concern earlier in the year, where I came in
and I sat down with her. And I was like, look I'm going to be missing some days … I apologize
… but it's just kind of getting very serious.” After describing the seriousness of her situation, her
principal asked, “Are you okay?” Emily continued, “And in that way, she's kind of very
motherly and nurturing and coach like, you know. She was super supportive.”
Both Tammy and Jackie described their principals as “overall positive,” and
“supportive,” although they noted some shortcomings as well. Tammy said that “…overall my
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opinion of [my principal] is very positive. He doesn’t always necessarily understand what I’m
coming to him about, but he always listens and tries to provide me with advice if I come to him,
so I’ve never had any negative issues.” Jackie, whose principal was a close family friend as well,
considered her principal to be “very good, very supportive of teachers,” but noted that he was not
always “very strong with discipline.”
Linda described her principal as being supportive of student learning. “One of his
greatest strengths is wanting us to, encouraging us to use student assessments . . . not just
multiple choice, but use student assessments, use student work to inform later work, to inform
our teaching.” Although Linda described this as a strength, she acknowledged that it might not
have been that way for all teachers. She said that her principal’s strength in this area may
actually have been “really challenging for some of the teachers who left…”
Lack of administrative support. However, the other five teachers experienced a lack of
administrative leadership and support either completely or to some degree, and this too varied
among the teachers from a lack of administrative support to much more serious, even detrimental
action at the school level. These five teachers described in various ways, their principal as “not
supportive.” For example, Matt described his administrative support as “not a lot.” He noted that
he taught his first two years in a difficult receivership situation. He said that the interim
principal “was new to being a principal,” and “didn’t make a lot of decisions,” but was simply
“the one carrying out those decisions.”
Both Amy and Katie, who taught together at the same school, found their principal to be
unsupportive. They both described her not only “as not a very good one,” but actually
“horrible.” Amy, further described her principal as “someone who had no idea what was going
on.” She felt that it would have been better if [the principal] “just didn’t make any choices, and
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just let things run its course than what she tried to do. Yeah, it was actively better if she did
nothing.” Katie echoed Amy’s description of their principal and spoke of how hard it was their
first year to have a “horrible principal, who didn’t know what she was doing, who made the
wrong decision when she did make a decision.” Katie summed it up by saying that “it was just
kind of chaos.” Katie underscored the lack of support from the principal regarding student
discipline with this example. Two students broke into her classroom to steal a test, and then
submitted word-for-word test answers. Although their actions were caught on security cameras,
they were neither disciplined nor suffered any consequences. Katie emphasized how hard it was
“not having that support from our administration in terms of discipline issues and giving us any
kind of like discipline … it was stuff like that all the time. Our students would just be sent
back.” She added that the principal gave them no help “in terms of helping us develop
curriculum.”
Shannon said that her principal “did not support me at all,” adding that her principal’s
actions were in fact, detrimental to her first-year teaching experience. Shannon described how
she spent her planning period in the principal’s office and that she “never got a planning period
… never did anything right … and lesson plans were never right.” Although as she explained,
they were “the same as others,” but her lesson plans would have “red marks all over them.” As
well, Shannon was the only teacher required to teach centers, while other teachers team taught,
and “didn’t do centers at all … they taught whole group.” On the verge of quitting, Shannon was
forced to go to the superintendent, initiating a “big meeting.” Afterwards, Shannon explained,
“[My principal] kind of left me alone, but there was no support from her.”
Mai also experienced a lack of support from her principal that even led to her principal’s
termination. She explained that he “coerced her into giving him her federally funded classroom
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supply card,” worth several hundred dollars. Eventually there was an investigation and public
hearing. He was terminated in January, but not before “he told everybody that he was under
investigation” because of her. Although MTC offered to transfer her to another school, she
decided to stay. Mai concluded by saying that her “first year was full of self-doubt.” She said
that “being a first-year teacher is hard,” but that this situation with her principal made her first
year “even worse.”
Second year changes. However, for four of the teachers who experienced no real
administrative support or even harmful behavior in their first year of teaching, their second year
brought administrative changes to their schools that were positive. All four of the teachers
commented on the positive ways that their principal had been supportive of them. Amy stated
that her new principal, previously a colleague, came “out of retirement to be principal,” and that
she’s “amazing … awesome … really supportive … and she knows what she’s talking about.”
For Amy, this change has been very positive and summed up her principal as “just the best.”
Katie agreed. She stated, “[Our principal] is a great people person which we were lacking last
year in our principal. She is so supportive. She's a great leader. She knows what's right and
what's wrong. She wants to do her job and she wants you to do your job.” Katie went on to say
that “she's not afraid to be blunt and put herself on the line for the good of this school. And so
she’s like a breath of fresh air for us.”
Both Shannon and Mai commented on new administrative changes that took place at their
schools and they felt that these changes were positive and supportive. Shannon commented that
her new principal is supportive of her and her teaching. She stated that “when he walks in my
room he asks, ‘What do you need me to do? Can I do anything?’ He tells us all the time, you
went and got your degree, you’ve been teaching it, you know more about reading than I do, you
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make the decisions.” Mai agreed. She stated that she definitely felt like she had “more of a voice
toward the end of the year,” and “got to sit in on the interview committee for new teachers
coming into the school and was a part of that feedback process.” And as a first-year teacher she
questioned whether she should be there but acknowledged that “it was an invaluable experience”
and feels fortunate her new principal valued her opinion and selected her.
In sum, four of the teachers received administrative support and found it to be effective
and supportive in a number of ways for them in their first year. All four of these teachers have
continued with their original principal. Five of the teachers described their first-year
administration to be benign, or even negative and unfair; however, the second year of teaching
brought much more supportive administration for four of these five. All nine teachers have
decided to stay for another year, even though more than half of the teachers experienced a lack of
administrative support for at least one year and struggled with that.
Other Sources of Support
Very few of the nine teachers described effective and supportive administration;
however, they stayed anyway. Other sources of support are those professional supports provided
through the teacher preparation program and personal support, which may contribute to
persistence in teaching. While some teachers may not have had full support at the school setting,
they mentioned other sources of support outside of the school, such as their cohorts, program
professors, cohorts, and personal support.
Program support. Support was provided to teachers through their AR programs. Many
of the teachers discussed the support they received from their program professors and
administration their first year. Linda stated that when she was struggling with one of her classes
and having a “hard time finding something that works” with her students, she called her
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professor, who would “drive up and come” to her class and “sit down and give” her suggestions.
She emphasized that it wasn’t until “you were in the situation did you realize how much you
needed support, but that [support] was a hallmark of that alternate route program.” Tammy also
experienced support from her MTC professors who visited the classroom numerous times and
gave feedback on teaching. She went to on to explain how the implemented changes from her
professor’s feedback really changed her classroom teaching. She explained that her professor
came on a day “we had lab,” and stayed even though the “lab air conditioner was broken . . . 83
degrees in the lab.” Afterwards he gave her feedback saying, “This is really great, the kids were
very, very engaged. You did a great job.” Tammy recalled that he suggested using a “timer” so
that students know “when the timer goes off” that they should be at a certain point. She
emphasized that her “labs are very structured now” and that her professor’s feedback was
“wonderful.” Jackie agreed and stated that the professors in her program were “very supportive,”
and that the director, “talked me down off the cliff many times.” She also mentioned her
program mentor visited her class and that the feedback she received was supportive. Overall,
“they have been very good.”
Mai stated that her professors were “so supportive” during a very difficult situation she
experienced at her school. She explained, “My principal took my EEF [state provided classroom
supply] money from me,” and at first believed that “maybe he’s going to buy a big purchase for
the school.” However, this was not the case as it was discovered that he had actually used her
EEF money for personal purchases. Her professors gave her guidance with regard to her
responsibilities and legal options. Mai explained, “I really had no clue and I just felt taken
advantage.” In the end, there was an investigation, resulting in an open hearing. One of her
professors “was actually able to be there and was able to sit in on the hearing and actually be in
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the room” while she was giving her statement. Mai elaborated that with the support of her
professors, she was able to get through the situation and continue teaching, in spite of the
investigation that led to her principal being fired. Later the program director even offered to
transfer her to another school because staying was “extremely hard.” However, in the end, Mai
decided to remain at her school.
Cohort support. Cohorts were a source of support for participants in the study. Several
teachers discussed how their cohorts were an important part of their support outside of their
school setting. Tammy stated that “there are a few things that kept me from quitting . . . one of
them was my cohort.” She also believed that “knowing that there were other people, more or
less in the same place as me, was really comforting … just to talk to them and say, okay, I’m not
doing a terrible job.” Tammy continued, “This is just what it’s like to be in these schools for a
first year. I think that was very comforting to have those people to talk to.” Likewise, Emily
identified her cohort as an important source of support. She believed that having a cohort was
“100% an advantage,” and with her cohort being small in number, they were “very, very close.”
She underscored the support she received, “I’m more supported by my cohort than I am by my
administration. At my school, as well as within MTC.”
Several teachers commented that another function of their cohort was that their cohort
provided support through the idea of a “shared ordeal.” Linda spoke about having a cohort that
understands what you are going through is “fundamental.” As well, she noted that “while
teaching is challenging no matter where you are, and offers a lot of demands on your time no
matter where you are, the schools that we are placed in, have a very unique set of challenges and
having a community that understands that is integral to not feeling defeated.” Mai also thought
that having a cohort was advantageous because going through an AR program and teaching
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would be “very difficult to go through without a cohort.” She explained that “just knowing that
you’d have X amount of people that you can call and literally complain about anything, and
they’ve either gone through the same thing, or they’ll listen you, is just, it’s phenomenal.” She
emphasized that there is no other support system that she has where there is another “person
that’s going through the exact same thing at the exact same time, and has to deal with the exact
same pressures that you are . . . of grad school and full-time teaching . . . and then Title I, rural
schools . . . middle of nowhere.” Although they may not have had collaborative colleagues in
their schools, these teachers found colleagues within the cohort structure provided by their AR
teacher preparation program.
Personal support. Several of the teachers mentioned personal sources of support such as
family or friends. Matt’s wife had encouraged him to become a teacher. He said that his wife
was teaching, and “she had done the alternate route.” He further explained that his wife
encouraged him to “take the two classes … to see if I’d like it … to see if it would be a career
worth doing.” Matt explained that they “were going through it at the same time . . . She was a
year ahead,” and we “taught at the same school for two years.” Jackie stated that a source of
support when she was going through her internship was “one of my classmates” who was not
only her daughter’s social studies teacher, but “was working on her MAT as well.” They would
meet and talk about what they were experiencing.
Shannon also had a personal source of support through her mother, a long time educator,
who not only encouraged her to become a teacher, but also helped Shannon with teacher
preparation. She recalled the difficulty: “Passing Praxis 1 and 2. Yes, I had no education
[classes]. My mom was an educator, but I didn’t know what Tier 1, Tier 2, Tier 3 was, so I went
home and I was like, what is this? And she said oh, you know [it’s this].” Shannon purchased
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several Praxis tests, since “ETS allowed this, took the tests and did research.” With support
Shannon was able to pass the tests and enter the program.
Many of the teachers described having support from outside of the school, which
included cohort support, professional support from their AR programs, and personal support
from family and educator friends. Several teachers described support from their cohorts that was
helpful because they knew what they were experiencing and “shared” the ordeal. Many teachers
described professional support from their AR program administrators and professors which was
helpful in learning to teach or supportive with poor administration. Several teachers described
personal support from family and friends who were educators who helped them become teachers
or supported them during preparation. This support may be a source of support that was lacking
from other sources and helped the teachers stay.
In conclusion, school conditions included the students, induction and mentoring,
collegial and professional collaboration, administrative leadership and support, and other support
outside the school. In some cases, (e.g., satisfaction from working with students, support from
cohort colleagues and personal networks) working conditions were a factor in teachers’ decisions
to continue teaching. In other cases (e.g., lack of collaboration or administrative support)
teachers decided to continue in the profession in spite of their working conditions.
Research Question 3: How Do Rural Alternate Route Teachers Who Stay Describe Their
Decision to Continue Teaching in Terms of Compensation?
Teacher compensation, the final C, includes salary, incentives, loan repayment, and any
other benefits provided to the teacher. There is literature that suggests that compensation,
including all benefits, influences teachers’ decisions to stay or leave teaching. To answer this
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question, in interviews teachers mentioned fair compensation, making a living, other financial
compensation, and future retention.
Fair Compensation
Fair compensation is the idea that your compensation, given the number of hours that you
work, is reasonable. The perception that your compensation is fair may be related to retention.
For example, if you feel like you are not fairly compensated for the long hours, you might end up
seeking another job. I asked teachers if they thought they were fairly compensated for the hours
they work.
Long hours during the week. Many teachers commented that they work very long
hours during the school week and felt that they were not fairly compensated for those hours.
Linda stated that she gets “to school at 6:40,” and is normally at school until “about 4:30.” If she
has added test prep session, she often works “until 5:15,” and gets home after commuting at
“6:00 p.m.” When she gets home, she “starts calling moms … making power points … planning
… and filling out forms.” She continued, “I did the math at some point last year, and I was
making less per hour than my students who work at McDonald’s by a long shot.” Similarly, Mai
also compared her teacher salary to the average salary for students hired to work at a new
grocery store in town. She stated that when you “looked at the average salary . . . their employees
… make between 11 and 15 dollars an hour.” She explained further that “when you break it
down with all the hours of teaching,” including weekends, holidays and after school activities,
“it’s only like, 12 to 13 dollars per hour.”
Both Shannon and Katie described their days as long. Shannon said it’s “because I have
so much to do that I don’t leave until 5:30 or 6:00 almost every day.” Katie commented about the
long days she works and felt that she wasn’t compensated fairly, and stated, “. . . and I'm
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working. I never leave the school that early. And then I work until midnight and then I wake up
and do it again. So I need more money, I’m not being compensated fairly.”
Work during the weekend and summer. Teachers not only worked during the week,
but they worked on weekends and during the summer months. Many teachers commented on the
fact they work many hours besides regular school hours. Linda described how she spends
Sundays working on required test evaluation for English 2 because there’s not enough time
during regular school hours. She stated that she has “seventeen different forms” to fill out about
the test “for each student in every class” she teaches. She further explained that she then has to
“write a paragraph for each student for each standard, and how that student performed on each
standard.” Then finally there are “summary reports that are for each standard for the greatest
whole.” Since Linda lacks time to complete the forms during regular school hours, she
explained, “The batch of them normally consumes my Sunday. After I get home from church,
and that’s what I do until I go to bed.”
Shannon also commented about the number of weekends she works as well and stated, “I
don’t leave until 5:30 or 6:00, almost every day, and most weekends from August to October, I
came every weekend, one day every weekend.” Jackie concurred that during the school year,
she’s “working all the time that [she’s] not sleeping.”
Summer work. Many teachers also reported that they work during the summer either by
school request or to improve their teaching, without additional compensation. For example,
Shannon stated that “I spent every day of my summer here, trying to get things ready [for the
following year] and I still didn’t have everything ready.” Another teacher, Tammy described
how she spent the summer “making an entirely new pacing guide from scratch” for her chemistry
curriculum. This was done to improve her teaching performance in the classroom, not for pay.
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Two teachers commented that they were asked to do Advanced Placement (AP) training so that
they could teach AP classes the following year. Both Amy and Katie did AP training in the
summer because, as Katie explained, “All of our AP teachers from last year left, so we didn’t
have any teachers this year who could teach AP.”
In addition to the “huge workload” that they both took on in preparation during the
summer, there was the added workload in the classroom, as well. Many teachers described how
they take courses during the summer for their Master’s degree, and/or attend professional
development workshops. In fact, nearly all of the teachers specifically mentioned working on
their degrees during the summer or continuing their training with MTC or MAT. For example,
Matt attended professional development training for history every summer, in addition to
training during the school year as well as finishing his MAT degree. All nine teachers
commented on how much they work.
Intensity of the job. Several teachers commented on the level of intensity, in addition to
the long hours during the week, weekends, and summers. Katie felt that it was “the intensity plus
the hours,” and that maybe she wouldn’t feel that way “if [the hours] were spread out over the
year, but it's not … in reality, it's not spread out. And the intensity of it is crazy … it takes a toll.”
She further explained that her daily schedule begins when she wakes up at 6:00 a.m., and
immediately starts “working.” Some days like on Thursdays, she doesn’t get a break at all. “I’m
working from 7:15 to 3:20, . . . tutoring until 5:00 every day,” and then staying “at the school
until 6:00 p.m.” Katie elaborated that she works “until midnight,” after getting home, then
“wake[s] up and “do[es] it again.” She reiterated that this intensity “takes a toll.” Mai agreed and
described the intensity by comparing it to other jobs, such as those of doctors and nurses. She
stated that she didn’t think any job is harder than “teaching,” explaining that teaching requires
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that “you have to not put up with, but interpret so many personalities in the room at one time,
and still be patient and still want the best for every single person in the room.”
Making a Living
Teaching is a profession, and most professions provide access to middle class. This
theme had to do with whether they could actually make a “middle class” living which might
include buying a house, travel, having kids, etc. while living on a teacher’s salary. I wanted to
give the teachers an opportunity to describe how they lived. Again, this question may give some
insight into how satisfied they feel with regard to the quality of life that their salary allows.
Making it fine. While most of the teachers described that they could make a living, in
reality only three teachers talked in terms of being able to “make it” on their beginning teachers’
salary, and these were the three teachers from two income households: Amy, Matt, and Jackie.
For these teachers who were married or had a partner, a two-income household meant that they
do “pretty well,” and “make it fine.” Jackie underscored that she could make a living, but “not
without my husband’s income.” Both Matt and Amy acknowledged that being a two-income
household made a big difference in whether they could afford to have a house, travel, or even
pay back student loans or, as Amy said, “have fun.”
Making a living is difficult. For the other six teachers, their income made a difference as
to how they live. These teachers commented that they can make a living on a teacher’s salary
right now, but they have to work at it. Linda stated, “I have two roommates and I rotate driving
with three other teachers, so there are a lot of things I do that cut my expenses, but I don’t feel
particularly confident, I don’t think I could work here when I have children … in terms of time
and in terms of money.” Shannon commented, “Yeah, I can make a living, but I’ve had to
sacrifice some things. I mean, I still live at home with my parents.” Katie stated that she can
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make a living, and she’s “doing it right now,” but she said that it’s only possible because “I’m
single. I don’t have children to support. I don’t have loans. So, I’m very fortunate in that sense.
And in my situation, yes, I can make a living … but a single mom who has three kids and is
trying to teach, no.”
Mai agreed that she could “absolutely” make a living “if it’s just talking about me,” or
“me and one other person.” She added that it would be different if she “had school loans.” She
explained how low salary affected her co-worker who had been teaching three years with
multiple degrees, and because their income was so low as a teacher that their loan payment was
zero dollars. She continued, “They were exempt from paying their loans on their loan calculator
because our salary was so low. Well, if I tried to raise a family on a teacher’s salary, then …no.”
Perhaps Tammy summed it up best:
I get a pay check, I have health insurance … all those things are really nice. I think that
when it comes to teacher compensation specifically, as far as just paychecks go, it’s not
about if you can live on it, it’s about how you want to live. So, I mean . . . You can live
on it . . . But do you want to live that way?
Other Financial Benefits
In addition to salary, there are other financial benefits, which may include scholarships,
tuition remission, stipends, and benefits like health insurance and retirement. Of these potential
benefits, the only one the teachers mentioned was scholarships or tuition benefits. All of the
teachers received some type of scholarship benefit. All six MTC teachers received a full
scholarship and their licensure coursework, while the three MAT teachers received scholarships
that paid part of their tuition and provided other benefits such as technology for the classroom. In
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either case, these scholarships came with service commitments that required them to teach a
certain number of years or return the benefit (e.g., MTC requires 2 years).
Several teachers commented on how scholarship assistance enabled them to begin a
teaching career and not incur additional debt. Were it not for the MTC scholarship, Amy would
have not become a teacher because she did not want to go into debt. She added, “Yes, that’s why
I’m able to be a teacher. Otherwise, I would have just gone straight ahead and gotten my
philosophy doctorate.” Similarly, Matt had school loans and could not add on more debt to
become a teacher. He affirmed, “It’s just nice to have that grant to at least get started.” He
thought that school debt is “what prevents a lot of people,” from trying to become teachers.
Emily agreed that the MTC scholarship was the only way she was able to get a teaching degree
because she already had a lot of student loans and couldn’t “afford to go back and get an
undergraduate degree.” Mai commented about getting the education she needed to be successful
in the classroom, without having the burden of paying for a Master’s degree, and how important
that was for her, “especially just starting off in life.” All of the teachers commented about how
scholarships enabled them to begin their teaching career.
Compensation and Remaining a Teacher
I asked the teachers directly if compensation had any effect on whether they remained in
teaching. All nine teachers said that currently, it did not affect whether they remained in
teaching, but two of them, Emily and Katie, said that it could in the near future because of
financial obligations. However, for the most part, they all said no, that compensation was not a
factor in whether they remained in teaching, because they did not get into teaching or stay for the
money. Mai said that while she didn’t get into teaching for the money, and would “like the salary
to be higher,” she doesn’t believe “that people who stay in the teaching profession do it for the
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salary.” She believed that “it's just the general fulfillment that they get out of the profession” and
knowing that they're helping form the “people that will go on eventually to make more money
than they will, unfortunately.” Matt agreed. He stated that there’s more to compensation than
salary, and explained that there are “many different levels of compensation,” and while teachers’
salaries are low, he loves his work and “wouldn’t change it for the world.” He emphasized, “I
love where I work right now.” Shannon agreed and stated that although she wishes “we got paid
more,” she remains in teaching because “I love what I do.”
Tammy also commented that if she “was super interested in the compensation” then she
“probably just would not have done this in the beginning.” She reiterated, “I mean, obviously
you can’t say that no one is teaching for money. Because I need a pay check … but I knew what
I was getting into.” She summed up how people feel about teachers, “Yeah, I mean the fact that
people are like, oh you want to be a teacher. Why aren’t you going to be a doctor? Like, I think
that kind of sums it up.”
Compensation and retention. However, for two teachers, while compensation does not
currently affect whether they remain teachers, compensation may be a factor in their retention in
the near future. Emily stated that compensation could be a factor “in a few years,” because next
year all of her “loans will come due.” She explained that even though she “worked three jobs
while in college,” she still incurred about $25,000 in loans. She further explained that she doesn’t
know if she can afford to teach in Mississippi even though her “rent is cheap,” because if she
goes back to the mid-west and “becomes a teacher, just the average income is just a lot.” Emily
continued, “It’s not that I don’t enjoy teaching. I love it. I think it’s important and I love living
here. But if I can’t afford to live here, I can’t afford to live here. And I will have to go home and
live in my parent’s basement.” Katie concurred that making more money would affect her
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decision to continue teaching in that “yeah definitely if I were making $100,000, I would think
way harder about it. I mean and I'm going to stay next year. I don't have to, but I want to keep
teaching. I want to keep teaching but we'll see.” While these teachers plan to continue teaching
for now, compensation could impact their decision to continue teaching, at least to continue
teaching in Mississippi.
In conclusion, all of the teachers felt that they were not fairly compensated for the
number of hours they worked, and some required two incomes to make ends meet. Scholarships
enabled them to enter the profession, and intangible benefits outweighed financial ones, at least
for the near future.
Chapter Summary
In this chapter, I described the findings of the study. I began with descriptions of the
school settings, AR programs, and teacher profiles, followed by the findings related to each
research question. For research question one, teacher characteristics factors discussed were
demographics, teacher preparation and working with children. For research question two, school
condition factors discussed were the classroom, induction and mentoring, and professional
collaboration and collegial support. In addition, other school factors discussed were
administration support and teacher support outside of school. For research question three,
compensation factors discussed were fair compensation, making a living, other financial benefits,
and retention. In Chapter V, I present a summary and discussion of major findings, limitations,
implications, and recommendations for teacher preparation, schools, policy, and future research.
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CHAPTER V
DISCUSSION AND CONCLUSION
The purpose of this study was to examine teachers’ perspectives of the key factors
contributing to the retention of rural teachers who entered teaching through an AR certification
program in Mississippi. It was the goal of this study to understand how alternatively certified
teachers perceive their own characteristics (e.g., teacher preparation, personal experiences),
school conditions (e.g., students, administration), and compensation (e.g., salary, benefits) to be
related to their decision to remain in the profession. The study’s participants were nine rural AR
teachers whose perspectives were examined through qualitative research methods in the form of
interviews, follow up interviews, and researcher memos to answer the following questions: (1)
How do rural alternate route teachers who stay describe their decision to continue teaching in
terms of teacher characteristics? (2) How do rural alternate route teachers who stay describe their
decision to continue teaching in terms of school conditions? (3) How do rural alternate route
teachers who stay describe their decision to continue teaching in terms of compensation?
The framework of this research study is based on a model for understanding retention
proposed by Sher (1983). Sher proposed that attracting and retaining teachers in rural schools is
a function of the three C’s: characteristics, conditions, and compensation. According to Sher,
characteristics of individual teachers, conditions at the school workplace, and compensation,
including salary and benefits, impact teachers’ decisions to accept and remain in teaching
positions.
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Summary of Findings
Teacher Characteristics and Retention
Teacher characteristics refer to the presence of personal qualities related to background,
demographics, preparation for teaching, and personal experiences. The framework suggests
teacher characteristics influence teacher retention.
Demographics. Teachers’ age may influence retention, with both younger and older
teachers more likely to leave. Four of the nine teachers had worked after college, and therefore
were older when they began their AR program with an average age of 30, while the other five
teachers began directly after college. AR teacher programs draw more men and minorities,
however, with only nine teacher participants, all white and female, except for one male, no
conclusions were drawn.
Teacher preparation. Teacher preparation is defined mainly as coursework and
experience that occurs before teaching begins. As part of their preparation, all of the teachers had
education coursework. The teachers were divided in their descriptions of the coursework by the
particular program they completed to become AR teachers.
Three teachers who were participating in a MAT program had only coursework as
preparation, which consisted of two or three courses on methods and evaluation and did not
include practice teaching. All three MAT teachers, to various degrees, felt that they were
prepared to teach, but after entering the classroom, felt that coursework only was inadequate.
The six MTC teachers completed their coursework during the intensive summer program,
which included practice teaching before beginning to teach. They described the summer
coursework as challenging and comprehensive. This coursework covered many subjects,
including methods and classroom management, with practice in role plays. Other teachers
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described the coursework as challenging because it was combined with practice teaching. The
coursework was also described as being practical with methods and management courses that
focused on strategies they could use in the classroom, such as curriculum and planning.
The six MTC teachers had practice teaching experience in the summer that they felt
prepared them for their own classrooms as they developed their teaching skills. For example,
Amy felt better prepared for teaching after practice teaching because it was in a real classroom
and although she was new, she began teaching from day one, and was the teacher in charge. For
the six teachers who experienced practice teaching as part of their teacher preparation, all saw
the practice teaching preparation as important in that it helped them learn to teach, connected
coursework to the classroom, and gave them experience before having the responsibility for their
own classroom.
However, the three MAT teachers had no formal previous classroom experience through
practice teaching, but they thought it would have been very beneficial, and recommend practice
teaching for AR teachers. They noted that they were not prepared to teach with only coursework
for preparation. They felt like if practice teaching is important for traditional student teachers, it
should be for AR teachers.
Experience working with children. The three C’s framework suggests that prior
experience working with children is one variable that can influence retention. The teachers
spoke about their prior experience working with children before becoming teachers as something
that they enjoyed or impacted them significantly. They spoke of prior experiences working with
children as an influential aspect of becoming a teacher or confirming it.
The average amount of time the teachers spent working with children numbered in the
years. Their experiences included tutoring students, college internships, and teaching. All were
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involved in teaching children and/or adolescents, but their experiences and time varied. Some
were in schools, college campuses or clinics, and some were extensive, and took place over
multiple years or summers. They experienced satisfaction and enjoyed working with children.
Some teachers were encouraged to become teachers from their experiences working with
children and decided to do this full time. Working with children impacted teachers toward their
career path, either confirming that decision or influencing the decision to become a teacher for
some. For example, Tammy tutoring her siblings locked in her decision to become a teacher.
School Conditions and Retention
The second C, school conditions, refers primarily to working conditions. Working
conditions are those that take place at school, such as the classroom, induction and mentoring
programs, professional collaboration, administrative leadership, and other support.
The classroom. The literature speaks about high teacher attrition in schools that have
largely minority populations, high-poverty, and low-achieving students, but that was not the case
within my study. Students were seen as capable and motivated. While acknowledging some
issues with discipline and student behavior, nearly all the teachers in the study saw their students
as capable, motivated to learn, and spoke very positively of them. Some teachers described
challenges in teaching a diverse student population related to student behavior, but they saw
these issues as part of the job and were matter of fact about it.
All teachers expressed a level of satisfaction in working with their students. They loved
their kids, enjoyed teaching them and felt rewarded when students had understanding of
something that created an “aha” moment. It was important to the teachers that students were
learning and this was also a source of satisfaction. Several teachers felt like they were making a
difference in students’ lives. When they looked at the students’ academic data and saw that the
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majority of their students had grown, they felt like they were making a difference. Teachers all
said nearly the same thing about their students: They love them. The teachers saw themselves as
capable of handling the challenges of their assignments and saw their students as motivated and
capable.
Induction and mentoring. The amount and intensity of the induction support including
mentorship varied considerably for the nine teachers, from no induction or mentoring, to
induction plus mentoring to mentoring only. For three teachers, there was no induction, nor were
they assigned a mentor. The other six teachers experienced varying degrees of induction
including mentoring. Two teachers had induction experiences that included more than
mentorship. They had induction programs that consisted of regular and ongoing new teacher
meetings and an effective mentoring program. Induction was targeted at new teachers and
included training. They also had regular meetings. As well teachers had mentors who were
assigned to them and were in their field and grade. The other four teachers experienced some
induction such as new teacher meetings at the beginning of school, but primarily their induction
was mentoring. While they were all assigned mentors, only two teachers had support from their
mentors. The other two teachers had assigned mentors, but they were in name only and provided
no support.
Professional collaboration and colleagues. The amount and intensity of professional
collaboration opportunities and collegial support varied considerable for the nine teachers, from
none to full collaboration and working together in classrooms and variations in between. Three
teachers stated that they did not have any support from colleagues or other teachers, while most
other teachers experienced positive collegial support. Teachers experienced positive collegial
support and/or professional collaboration, although it varied. For example, Emily had collegial
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support, and collaborated and co-taught with other teachers. Teachers had positive collegial
support from colleagues and mentors. This support from colleagues included providing lesson
plans and curricula that helped them teach. Three of the teachers had little to no professional
collaboration or collegial support. As well for the two teachers who had assigned mentors in
name only, they also had no other collegial support at the school. For example, Shannon and
Jackie said they were totally on their own in their school.
Administrative leadership and support. Administrative support varied considerably for
the nine teachers, from effective and supportive, to benign. Some teachers experienced a
complete lack of support, which undermined their teaching and hindered their effectiveness.
Only four of the teachers experienced effective administrative leadership that they described as
supportive. However, even this support varied. Teachers experienced supportive principals who
were experienced and firm and consistent. They also had principals who were helpful, who
listened when they came to them, and who were supportive of teachers and student learning.
The other five teachers experienced a lack of administrative leadership and support either
completely or to some degree that was serious and detrimental. These teachers found that for
various reasons their principals did not make good choices or did not know what they were
doing. They also had principals who were not fair, requiring things of them not required of other
teachers regarding their teaching and classroom. One teacher’s principal was dismissed after he
stole her federally funded classroom supply card. However, for four of the teachers who
experienced poor administration their first year, the second year brought administrative changes
with more supportive administration.
Other sources of support. Other sources of support outside of the school were
professional supports provided through the teacher preparation program, cohorts, and personal
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support. Support was provided to teachers through their AR programs. Teachers received
support from their program professors and administration. Many teachers described professional
support from their AR program administrators and professors which was helpful in learning to
teach or supportive with poor administration. Teachers also received support from program
mentors.
Cohorts were a source of support for some teachers. For example, Tammy had a difficult
time during her first year, and credits support from her cohort that helped her remain teaching.
Several teachers described support from their cohorts that was helpful because they knew what
they were experiencing and “shared” the ordeal.
Personal sources of support for the teachers included family and friends who encouraged
them to become teachers or supported them while in their first year of teaching. Several teachers
described personal support from family and friends who were educators who helped them
become teachers or supported them during preparation.
Compensation and Retention
Compensation, the final C, included salary, incentives, loan repayment, and any other
benefits provided to the teacher. To answer this question, in interviews, teachers mentioned fair
compensation, making a living, other financial compensation, and future retention. Teachers
worked very long hours during the school week and felt that they were not fairly compensated
for those hours. For example, Linda said she gets to school at 6:40 and leaves around 5:15, and
then works at home. She said that she makes less per hour than someone working at McDonalds.
Teachers not only worked during the week, but they worked on the weekends and during the
summer. Teachers worked on weekends to prepare, grade, or to complete required test forms.
Teachers worked during the summer either at the request of their school or to improve their
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teaching, without additional pay. To get ready for a new year, teachers worked in the summers
at school, including creating curriculum to improve their teaching and completing AP training.
Teachers took summer classes for their degrees or did professional development during the
summer. In addition to the hours, teachers mentioned the intensity of the day with long hours and
no breaks.
Teaching is a profession, and most professions provide access to a middle class living.
While most teachers talked about the challenge of making a living, only three of the teachers
talked about being able to make it on their beginning teachers’ salary. All of these teachers had
two-income households, and this made a big difference in being able to afford a house, travel or
pay back student loans. For the other six teachers, making a living was more difficult as their
incomes made a difference as to how they live. They could make a living, but they had to work
at it by having roommates, car-pooling, and cutting expenses. They also acknowledged that it
was easier because they were single, and in one case, living with parents. As well, several
teachers noted that if they had children, it might not be possible to live on a teacher’s income.
There are other financial benefits in addition to salary, including scholarships, tuition
remission, and benefits. Of these potential benefits, the only one that teachers mentioned was
scholarships or tuition benefits, which all teachers received to some degree. The MTC teachers
received a full scholarship, while the MAT teachers received scholarships that paid part of their
tuition. Scholarships helped teachers begin a teaching career and not incur additional debt.
Teachers discussed whether compensation affected their decision to remain in teaching.
Most of the teachers said that while it would be nice to earn more, pay did not influence their
decisions to teach another year and pointed out that they knew what they were getting into when
they decided to become teachers or that compensation was not only about money. However, for
128

two of the teachers, compensation may affect their decision to remain in teaching, especially in
Mississippi, with the lowest teacher salaries in the nation.
Discussion of Findings
This study sought to fill a gap within the literature on teacher turnover and attrition by
exploring teacher retention and the factors that contribute to it from the perspectives of rural AR
teachers who stay in the profession. While teacher characteristics, conditions, and compensation
factors were examined, the findings of this study failed to uncover a simple and direct cause of
teacher retention, perhaps not unexpectedly. However, Sher’s three C’s framework helped to
examine retention as a function of factors which then provided a deeper understanding and
insight into teacher retention, which was the goal of this study. Therefore, studying teacher
retention using Sher’s model and examining teachers’ perspectives offered a way to understand
the nuances and contributes to the existing research. While the findings of the study may help
with understanding teacher retention and the factors that contribute to it, this study also
underscores its complexity and the difficulty in assigning certain factors while omitting others.
For example, Sher’s framework does not take into consideration certain internal influences such
as teacher motivation and other factors like resiliency. This study supports Sher’s framework that
attracting and retaining rural teachers is a function of the three C’s, characteristics, conditions,
and compensation. But it also revealed that teacher retention is complex and not easily explained
nor understood. There were similarities as well as differences among the teachers, which I will
discuss.
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Teacher Characteristics
The main findings for teacher characteristics were those of demographics, teacher
preparation, and experiences working with children. Of particular importance are teacher
preparation and experiences working with children.
Teacher preparation. Previous research suggests that teacher retention is not affected
by the type of program (e.g., traditional, alternate), but by the attributes of those programs
(Allen, 2003; Ingersoll et al., 2014). For example, Ingersoll (2003) found attrition was cut in
half when teachers were prepared in five key preparation elements: choosing instructional
materials, child learning/psychology, observation of other classes, feedback on teaching, and
practice teaching (Ingersoll, 2003). Others have found that teachers who completed more
methods-related coursework and practice teaching felt better prepared and were more likely to
stay in teaching (Ingersoll et al., 2014; Ronfeldt et al., 2014).
In this study, six of the nine teachers were prepared in an AR program that had both
coursework and practice teaching. These MTC teachers mentioned that they felt better prepared
to teach because of their preparation. For example, Amy pointed out that she felt better prepared
for teaching after practice teaching because it was in a “real classroom” and she was teaching
from day. For another teacher, combining coursework with practice teaching allowed her to
connect coursework to teaching. However, for the three MAT teachers, who had only
coursework for preparation before beginning to teach, they thought they were prepared but after
entering the classroom, they realized they were in fact, “way in over my head.” They
recommended that practice teaching be a part of AR preparation.
While the findings are not robust, they do suggest that for the majority of the teachers in
this study who participated in a teacher program that combined coursework with practice
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teaching that preparation was related to their retention. This supports previous research that
specific practices in teacher preparation affect retention, as teachers with practice teaching and
more coursework are more likely to stay in teaching. The MTC internship experience was not
long—just a few weeks during the summer, however, the design of the program paired
coursework about teaching with opportunities to apply that learning in the classroom. This
combination may have helped the MTC teachers feel more confident about applying their initial
coursework.
However, it should be noted that even the MTC program experienced a relatively high
attrition rate. The participants in this study spoke of the value of the practice teaching
experience, however, data from the MTC program shows that nearly one-third of the recruits
who begin the program leave before completing summer training or mid-way through their first
teaching year. Practice teaching may help new teachers feel more confident and support early
career teacher retention, but it may not be sufficient to address teacher workforce shortages.
Experiences working with children. One unexpected but important finding is that all of
the teachers had prior experiences working with children and/or adolescents before becoming
teachers. All of the teachers spoke of prior experiences working with children as an influential
aspect of becoming a teacher or confirming it. Interestingly, all of the teachers’ prior experiences
involved some form of teaching, For example, Shannon practice taught at a private school for
two years, while Jackie taught Sunday school for over 15 years. Another teacher, Emily, taught
STEM projects to middle school students for three summers, while Linda taught reading in a
program for disadvantaged students for several summers. In addition, their experiences of
working with children numbered in years. But perhaps most importantly, was that for many of
the teachers, these experiences were influential in deciding to become a teacher and/or change
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careers, thus confirming that decision. Experience with children is not always present when
individuals decide to become teachers. Although Darling-Hammond et al. (1989) found that 43%
of AR teachers had completed some kind of teaching prior to entering an alternate route
program, this was not the case with the teachers in this study, who all had prior experience
teaching children. The presence or lack of previous experience with children may impact
retention in that most AR programs provide few preservice experiences in classrooms, and those
with no experience may find they are not suited to a career working with children. In this case,
all nine teachers reported extensive experience with children prior to joining the AR program.
This was an important personal experience for these AR teachers. Experiences working with
children may be important, not just for encouraging individuals to consider teaching as a
profession, but it may be that the particular types of experiences such as being an HIV Counselor
or working with children in out-of-school contexts helped prepare the participants for the
realities of their classrooms. They knew what to expect. The importance of this phenomenon for
teacher experiences warrants closer inspection and could influence the design of coursework or
admission criteria for AR teacher preparation programs. Many AR programs do not make field
experiences or a student teaching internship a core component of the program, but it could be
that early and extensive field experiences could increase the likelihood that teachers who
complete the program remain in the profession.
School Conditions
The second C in Sher’s retention framework is school conditions. Of the findings, I will
discuss five and these are the classroom, induction and mentoring, colleagues, administration and
other support.
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The classroom. In many ways, the teachers in this study had decided to remain in the
classroom in spite of working conditions that impact retention. Previous research shows that
teachers leave schools that are comprised primarily of minority, low income, and low-achieving
students at higher rates than middle class, White, and high achieving schools (Clotfelter et al.,
2011; Hanushek et al., 2004; Scafidi et al., 2007). In addition, teacher turnover may also be
related to student achievement with teachers more likely to stay teaching in schools that serve
higher-achieving students (Boyd et al., 2005). In this case, while all of the teachers were teaching
in rural, primarily low income and minority schools, the students were not necessarily low
achieving, nor were all the schools low-performing. In fact, the teachers generally viewed their
students as capable and motivated to learn. This may affirm the research that teachers prefer to
teach higher-achieving students (Boyd et al., 2005). These findings suggest that a more nuanced
understanding of the relationship between student achievement and retention may be warranted.
At least for these teachers in Mississippi, teachers’ perceptions of their students may have
mattered as much or more than students’ actual achievement.
Certainly, all nine teachers discussed intrinsic rewards related to working with students,
including helping students learn, making a difference in children’s lives, and caring for students.
In fact, it seems that these teachers thrived in schools that were rural, largely minority and lowincome, Title I schools, while not necessarily low-achieving. Therefore, these findings do
suggest a different type of interaction between the teachers and students that influenced their
retention. Teaching these students was a source of satisfaction, which may have contributed to
these teachers’ retention. They all seemed to express genuine satisfaction and care for the
students, and this seemed to outweigh other factors. It may be that the nine participants are
unique individuals. Certainly, some spoke of teaching as a “calling” and they generally decided
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to become a teacher, at least in part, in order to make a difference in students’ lives. They found
that they felt enough success helping students learn to continue in the profession, at least for
another year. This data suggests that the relationship between student demographics and teacher
retention is complicated. While student achievement levels, poverty, and race may be associated
with teacher turnover, teachers’ ability to build relationships with students and impact student
learning may be most important, and it could be that teacher preparation programs can support
teacher success by preparing them for work with diverse rural students.
Support. Previous research suggests that retention can be supported by strong induction
programs that include mentoring (Goldrick, 2016; Ingersoll & Strong, 2011; Kapadia et. al.,
2007), professional collaboration and collegial support (Allensworth et al., 2009; Johnson &
Birkeland, 2003; Kardos & Johnson, 2007), and administrative support (Berry & Hirsch, 2007;
Boyd et al., 2011; Tickle et al., 2011). However, only two of the teachers in this study reported
that they received comprehensive induction and effective mentoring at their schools during their
first year and more than half of the participants described administrative support as benign or
harmful. In spite of these conditions, the teachers decided to stay anyway. For a few participants,
these factors converged—the teachers that mentioned that they had no induction or mentoring
also experienced negative relationships with their colleagues and struggled with administration.
One possible explanation may be that the schools were, in some way, supportive enough.
Four teachers remained in schools with supportive principals, and four started the second year
with new principals and reported seeing positive changes. This could explain why they persisted
through the second year, in spite of poor administration the first year. This research does not
necessarily contradict previous scholarship about the importance of these conditions but does
suggest that teachers’ decisions to stay are complex, and other conditions may support retention.
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In particular, an unexpected finding of this study is that the teachers had support outside
of the school setting, which all of the teachers described. Non-school support varied and included
professional support from faculty in their AR program, cohort colleagues, and personal networks
of family and friends. The literature suggests that support is associated with retention, but
teachers, particularly teachers in small rural schools, may not have access to support in their
buildings. Networks of support sustained the teachers in this study even when that support was
lacking at their schools. None of the teachers reported teaching entirely in isolation. They forged
their own systems of support. In some cases this support was from cohort colleagues and
personal networks, as working conditions were a factor in teachers’ decisions to continue
teaching. The nine participants in this study found and built networks of support with family
members and colleagues outside of the school. This finding may be especially important for rural
teacher retention. Teachers in small rural schools may struggle to find mentoring and support
within their setting, but may be more likely to remain teaching if they can build support networks
outside of their schools.
Compensation
Compensation was the third C looked at in Sher’s framework for understanding retention.
Previous research suggests that compensation, including all benefits, influences teachers’
decisions to stay or leave teaching. For example, Kirby and Grissmer (1993), reported that
teacher salary had a positive relationship to teacher retention. Other research showed that teacher
compensation is one of the most important variables regarding teacher retention (Allen, 2005;
Monk, 2007). Ingersoll (2004) identified the discrepancy of starting salaries as a major
contributor to teacher attrition, especially among new teachers. However, overall, compensation
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was one of the most frequently cited reasons for leaving the teaching field given by teachers
(Allen, 2005).
However, this study’s findings were not completely consistent with other literature and
showed that while all the teachers wished they earned more money, they were not surprised by
the salaries they received, and compensation was not a factor of their retention—at least not for
the present. Teachers’ salaries in Mississippi are the lowest in the nation and even lower at rural
schools, like those that employed the nine teachers in this study, but the teachers in this study did
not choose to seek higher paying work in another state or another profession.
The data do not suggest that teacher compensation is not a factor in retention or that the
teachers felt like they were paid “enough.” Many of their statements provided a more complete
picture of the impact of compensation on retention. All of the teachers felt that they were not
fully or fairly compensated given the number and intensity of those hours that they worked. This
could easily affect their satisfaction with teaching later, if these feelings of unfair compensation
outweigh their satisfaction with teaching. At the time the study was conducted, all nine of the
teachers planned to remain teaching, but this could change in the near future.
One possible explanation may be that this study focused on early career teachers—and
most of the participants in the study were under the age of 26. They were content, for the present,
to make the lifestyle adjustments their salaries required such as shared expenses and roommates.
In the near future, however, compensation could become more of a factor for teachers with loans
to pay back, who wish to begin families, or who become unsatisfied sharing houses with
roommates or living at home with parents. Salaries are often lowest in rural districts, where
resources are limited, and while the cost of living in rural communities may be relatively low,
salaries that do not provide at least a minimum standard of living may fail to recruit and retain
136

sufficient numbers of teachers to address rural teacher shortages. Certainly, the teachers in this
study had begun to express dissatisfaction with their ability to live on a teacher’s salary given the
hours they work. In sum, the relationship between compensation and retention is complex.
Teachers in the study reported intangible benefits that currently outweigh the financial ones, but
that could change as stated by the teachers, and that will certainly affect long-term retention.
Limitations
There are several limitations to this study of rural AR teachers that should be taken into
consideration. First, although there are a number of AR programs in Mississippi, the sample size
is relatively small. Participants in this study were those who volunteered and of those 19
potential participants, seven did not meet the sample criteria. For example, I had a potential
participant from Louisiana, and one from the largest city in Mississippi. Other participants were
no longer interested and did not respond to further contact. Thus, the sample size was limited to
nine. While the study was deliberately designed to seek the voices of a limited number of
teachers, the small sample size may be a limitation.
A second limitation was that this study was not intended to be a comparison of the
different AR programs in Mississippi, however all of the nine participants were from three
programs of two formats—the MTC and the MAT. There were times that the differences in the
programs were revealed in teachers’ responses, such as when teachers discussed their initial
licensure coursework. It would have been ideal to have representatives from a wide variety of
AR programs. Due to the fact that only two institutions and formats of AR education are
represented, and each is represented by only a few participants, only limited conclusions can be
drawn about the role of coursework, practice teaching, and other characteristics of AR teacher
preparation.
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A third limitation is that my participants were quite similar in terms of demographics. All
but one of the participants were women, and all nine were White. While this is a limitation in
that more diversity would allow for more nuanced conclusions about teacher retention, this
sample reflects the fact that the vast majority of teachers in Mississippi are White (U.S.
Department of Education, 2013) and most participants in AR programs in Mississippi are also
White and female. More diversity in participants would have perhaps been slightly more
representative of the population of AR teachers in the state, however I was unable to recruit any
minorities or more males. It may be that experiences of more diverse AR teachers would reveal
different things about the importance of characteristics, conditions, and compensation.
Finally, a limitation of this study is that the time that I was seeking to interview the
teachers was during preparation and testing time. A number of the teachers were involved in
afterschool tutoring and this affected when they were available to be interviewed as well as how
much time they had to respond to interview questions. Nearly all of the interviews happened
after school, as most teachers were unavailable during school hours. Therefore, data collection
was impacted by how much time the teachers’ schedules allowed.
Implications and Recommendations
The findings from this study suggest some of the key factors that contribute to retention
of rural AR teachers, but also reveal that the factors are neither isolated nor simplistic. This study
provides a perspective from teachers that have implications for teacher retention. Given the
importance of teacher retention nationally, and specifically in Mississippi, the findings of this
study could help inform teacher preparation institutions, district level policy, and educational
policy.
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Teacher Preparation
The AR program, the MTC, in which six of the nine teachers in this study participated
helped the teachers feel more prepared for and effective in the classroom than the MAT program
of the other three teachers. Among the components of the program were components that could
be adopted successfully by other AR programs. They had practice teaching for one month, in
which they taught regularly, if not daily, combined with relevant coursework in methods and
teaching strategies. This combination seemed to help the teachers in this study feel prepared for
the classroom. In addition, this program offered strong support during the first years of teaching
from professors, administrators, and cohorts, all of which contributed to retention.
Findings from the study showed that all of the teachers valued and took advantage of
support they received from outside the school setting. These supports included professional
support through their AR programs from professors and administration. For most teachers, this
support served in lieu of support they did not receive in their classrooms and schools, which was
perhaps exacerbated by small rural settings. In particular, the cohort model of the MTC was
valued for the collegial support the teachers received during their first years of teaching.
Consistent with these findings, AR teacher preparation institutions could encourage cohort
relationships, which might provide more support to AR teachers as they navigate their first years
of teaching especially in rural schools.
District/School Level
Recommendations for rural schools who want to retain new teachers are based on the
experiences of the teachers in this study. All of the teachers in this study mentioned how much
they worked, with added responsibilities related to teaching in a rural school (e.g., multiple
preps, tutoring, coaching), and having the same status as veteran teachers. In addition, all of them
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were continuing with their AR programs and completing required courses to earn their renewable
teaching license and/or their Master’s degree. This heavy workload can contribute to new teacher
attrition.
One possible solution could be that new teachers be granted new teacher or internship
status with reduced teaching loads. This internship status would provide more time during the
school day to fulfill responsibilities, complete the requirements of the teacher preparation
program, and participate in meaningful mentoring programs that support reflection and increased
practice. Reduced teaching loads might support retention by helping new teachers feel more
supported and effective. This would be a way to increase retention among new teachers who
have particularly high attrition rates.
For the most part, the teachers in this study stayed in the profession not because of but in
spite of the conditions in their work place. The teachers experienced a relative lack of
collaboration, received very limited induction and mentoring, and, to varying degrees, dealt with
unsupportive and sometimes hostile administration, however, they decided to stay in the
classroom anyway, at least for now. The teachers described difficult working conditions that may
one day impact retention. It may be that school leaders can impact teacher retention by fostering
more collaborative and supportive working conditions. The findings from this study suggest that
professional development to support principals in fostering collaborative and collegial work
places and that support induction and mentoring practices may have an impact on teacher
retention. An implication of this study is that leadership matters.
Educational Policy
While the teachers in this study said that compensation was not a factor for their retention
at the time they were interviewed, a number of participants said that could change when their
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expenses increase, when student loans come due or their family status changes. One teacher
specifically mentioned that she might need to leave the state to teach in another state where
teacher salaries are much higher. Salaries in Mississippi are below regional and national
averages, and in rural Mississippi are the lowest in the nation. In order to address teacher
retention, teachers’ salaries should reflect both the work that teachers invest and teachers’ needs
to earn a salary that supports their needs as individuals and professionals.
Another implication of this study is that scholarships and financial incentives do seem to
affect teacher retention. All of the teachers received scholarships that both encouraged and
enabled them to become teachers. Mississippi has offered incentives in the past to teachers to
offset low teacher salaries and to help staff hard-to-staff schools, especially in rural areas. The
MTC program is funded by the state legislature and, based on feedback from teachers in this
study, it is an effective teacher recruitment and retention program. Other financial programs to
recruit teachers or encourage them to remain in the classroom (e.g., with service commitments)
have recently been defunded. These include the Critical Needs Scholarships that provided tuition
support if teachers committed to teaching in particular districts identified as having critical
teacher shortages, and the Mississippi Teacher Loan Repayment Program that provided
undergraduate loan forgiveness, a moving allowance, and housing assistance for new teachers
who sought employment in rural Mississippi schools. Policy makers interested in addressing
teacher shortages should consider funding financial programs.
Future Research
In addition to identifying factors related to retention of AR teachers, this study also raised
additional questions for further research. One of the unexpected findings of this study was the
prior experience that teachers had working with children before becoming teachers. The
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participants in this study all had some type of teaching experience with children before becoming
teachers. Further research that examines the impact of this experience might yield useful
information regarding its importance and its impact on teacher recruitment or retention,
particularly for participants in AR teacher preparation programs.
This study’s participant demographics were similar in that they were all white females
except one. Future research could use a more diverse population that could yield more insight
into factors of retention for other groups such as minority teachers in rural areas, and gender
minority teachers. In addition, this study found teachers decided to continue teaching in spite of
limited or lacking induction and mentoring and concerns about administrative support, even
though the literature generally suggests these are important factors. This study only examined
teachers’ perceptions of the support in their buildings. Further studies might focus on
understanding multiple viewpoints about the same phenomenon (e.g., obtaining the perceptions
of teachers and their mentors and principals) and might yield some more insight into what makes
an effective induction and mentoring program, ways to improve it, and its effect on retention.
This study also raises questions about other factors such as intrinsic and internal
motivation for teachers. The teachers in this study remained in the classroom in spite of lacking
much of the characteristics, conditions and compensation that Sher (1983) suggests are important
for teacher retention. Further research might more explicitly examine the interactions between
motivation, intrinsic rewards, and the three C’s.
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Dear Teacher,

My name is Autumn Jordon, and I am a doctoral student in the Department of Curriculum,
Instruction and Special Education at Mississippi State University. I am currently pursuing
research regarding retention in rural schools, and specifically retention of teachers who have
been certified through an alternate route pathway.

If you are a teacher who has been certified through an alternate route pathway and who is
teaching in a rural school, your perspective will be beneficial to teacher preparation programs
and the state of Mississippi. I am hoping you might consider participating in 2-3 interviews that
focus on your decision to become and remain a teacher. Teachers who participate will receive a
$20.00 Wal-Mart gift card.

If you might be willing to participate, please email me at akj13@msstate.edu or call me at 662617-9803 so we can discuss.

Thank you,
Autumn Jordon
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Retention in Rural Schools: Alternate Route Teachers’ Perspectives
INFORMED CONSENT
You are invited to participate in a research study of rural teachers prepared in alternate route certification programs.
You were selected as a possible participant because you have completed an alternate route certification program, and
have been teaching in a rural school for at least two years. I ask that you read this form and ask any questions you
may have before agreeing to be in the study.
The study is being conducted by Autumn K. Jordon, a student at Mississippi State University.
Background Information
The purpose of this study is to discover key factors contributing to the persistence of rural teachers who entered
teaching through an alternate route licensing program in Mississippi.
Procedures
If you agree to participate in this study, you will be asked to participate in two tape-recorded interviews. The first
interview will last approximately 60 minutes and the follow-up interview may be 60 minutes or less. I would also
ask that you participate in one focus group, which will be a group of teachers meeting for an audio-recorded
interview for approximately one hour. You will also have an opportunity to read and correct or modify the
transcripts of these interviews.
Risks and Benefits of Being in the Study
The study has no identifiable risks. Benefits include the opportunity to assist others in learning about the process of
becoming a teacher and to make a contribution to the field of teacher preparation and induction.
There are no monetary benefits for participating in this study. The benefits are that you will know that you will be
contributing to the body of knowledge regarding teacher persistence and retention in teaching. This study seeks to
provide insight into changes that can be made to improve experiences for other teachers. This study’s findings can
be used to aid administration, teachers, and college professors in improving retention and persistence in the teaching
profession.
Compensation
Participants will not be compensated for their time or participation in this study. This is completely voluntary.
However, as a small token of appreciation, you will receive a gift card for $20.
Confidentiality
The records of this study will be kept private. Research records will be maintained by the researcher in private files,
and only the researcher and members of her doctoral committee will have access to the records. Tapes will be
destroyed at the completion of the study. In any published report or oral presentation pseudonyms and other forms
of disguise will be used so that identities will be protected. The confidentiality of the focus group cannot be
guaranteed due to the fact that other participants will be involved. The importance of confidentiality will be stressed
to each participant beforehand.
Voluntary Nature of the Study
Your decision whether or not to participate will not affect your current or future relations with the University or with
your school. If you decide to participate, you are free to withdraw at any time without affecting those relationships.
Contacts and Questions
The researcher conducting this study is Autumn Jordon. You may ask any questions you have now. If you have
questions later, you may contact her at: (662) 617-9803, or akj13@msstate.edu. You may also contact her advisor,
Dr. Devon Brenner, Mississippi State University, (662) 617-9803, or dgb19@msstate.edu
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If you have any questions or concerns regarding this study, please feel free to contact MSU Regulatory Compliance
Office at (662) 325-3294.

You will be given a copy of this form to keep for your records.
Statement of Consent
I have read the above information. I have asked questions and have received answers. I consent to participate in the
study.
Signature______________________________________________________________________
Date_____________________
Signature of
Investigator______________________________________________________Date______________________

164

APPENDIX D
INTERVIEW PROTOCOL

165

Interview Protocol
Teacher characteristics
Pre teaching
College/University
• Tell me about yourself? Your background, including gender, ethnicity, age, married,
children?
• What about your college years? Including your undergraduate degree, location, where
you went to school, when did you receive your BA?
Career
• Have you had another career previous to becoming a teacher? If so, what did you do?
• Did you enjoy this career? What were your responsibilities? How long were you working
at this career?
• What was the greatest challenge on that job? What did you find most satisfying or least
satisfying?
Deciding to Teach
• When did you first decide to become a teacher? How did that happen? Can you explain
what were the influences that led you to change careers?
• What persons do you think influenced you the most in your decision to become a
teacher? (Probe: family, teachers, others)
• What were the major attractions that teaching held for you at the point where you decided
to become a teacher?
• Hurdles to overcome?
• Can you recall what you thought about yourself when you decided to become a teacher?
What qualities you felt would fit well teaching as a line of work for you?
Teacher Preparation Program
• Can you describe the steps that led to your entering the alternate route program? (Why
alternate route vs. traditional?)
• When did you actually start the program? How old were you then? When did you finish
it?
Pretend I am someone who knows nothing about this alternate route teacher preparation
program, and describe the program to me. (length, components, sequence of events, etc. Below
for ideas.)
College classes
• When? Taught by? Size? Topics?
• (If part of the training was attending classes, picture a typical class, and describe it for
me. Who are you with? Describe the teacher? What are your relationships with the
teacher and other students?)
• What would you tell someone who knows nothing about the program about the classes
you attended?
Cohorts
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•

You went through the Alternate route programs as a member of a small cohort of people
all preparing to become teachers. Think back for a minute about that group and describe
it for me. What was it like to be a part of it?
Who were the other supports during your internship?
University professors, other Mentors, Other teachers, administration
• Did you ever think about dropping out during this time? Why or why not? What made
you decide to stay?
• Overall, what were the most beneficial aspects of the program? Greatest challenges?
• If you were asked to talk to someone considering this way of becoming a teacher, what
would you tell them?
School Conditions
In Service experience
First assignment
• Describe how you got your first teaching job. How did you find out about it? What was
the application and interview process? Did anyone help you get this job? Who was it and
how did that happen?
• When were you hired? How far in advance of the school year beginning?
• Describe your first teaching job. (school size, location, grade, similarity to internship,
how many classes)
• How would you describe your principal? What kinds of support did you receive?
• Your colleagues? What kind of relationships did you have with them?
• Describe your first assignment specifically. (Grade levels, teaching area, number of
students, demographics, program, special needs)
• What extra duties did you have?
• Were there any differences between your assignment and other teachers’ assignment
because you were a new teacher?
Mentoring
Did you have someone who served as a mentor for you that first year—formally or informally? If
you had a formal mentor, did you also have an informal mentor?
Mentor relationship
• Number of mentors, Subjects taught, grade level,(same as yours), Location
• Describe your mentor for me. (Age, gender, experience, teaching style, personality,
anything else important)
• How much time did you spend with mentor?
• What kinds of things did your mentor do? Help you the most?
• Did you learn anything about teaching practices, attitudes, students?
Other aspects of Induction
• What do you recall as the best sources of support during that first year?
• Did you have a formal induction program? What types of support did it include?
• What were your greatest problems that year?
• What was your greatest satisfaction?
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•

Think back to the first year, and recall an event or incident that made you feel particularly
successful. Can you describe it for me?
• Is there anything else from that first year that you would like to share?
• Was there ever a time during that first year that you considered leaving
teaching? What were the circumstances? Why did you stay?
Next teaching assignment
What happened, after that first year of teaching? If it is different from your current
teaching assignment.
Current teaching – IF NEEDED and Different from previous
• Note: These questions will be similar to those for the first year, and may need to be
adjusted if there is overlap.
• Describe your assignment in general (school size, location, grade, similarity to previous
teaching, or student teaching)
• How would you describe your principal? (gender, age, race, leadership style?)
• Your colleagues? Do you spend time with them? Support received?
• Describe your teaching assignment more specifically (grade level, students,
demographics, program specifics, special education)
• What extra duties do you have?
• What role do you and other teachers have in the decision-making in your school?
Compensation
• How are you compensated for your work? Are there any financial incentives that helped
you when you decided to become a teacher?
• To what degree, do you feel that you are compensated for your work? Can you make a
living as a teacher?
• Does compensation have a factor in your decision to stay or leave?
These questions are for follow up.
Teaching/Learning
• What changes—of any kind that occur to you—would allow you to do a better job of
what you are really trying to do as a teacher?
• How do you feel most rewarded in teaching?
• How do you continue to grow as a teacher? Where do you get your support from?
• Do you have any opportunities for development? Are you taking any courses now?
Where and what?
• What kinds of support have you needed from others as you have become a teacher, and
who do you count on most to receive that support?
Persistence and staying
• What do you like about where you are teaching currently? What do you dislike?
• Do you intend to stay here, or would you like to move to another school?
• How long do you intend to remain in teaching?
• What circumstances would make you leave teaching?
• Where do you hope to be in 5, 15, 25 years?
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•
•
•
•
•
•

This is your ____ year of teaching. What has kept you in teaching this long?
What do you think keeps people in teaching? Rural teaching?
As far as you are concerned, what are the really satisfying aspects of teaching? What is
the most important?
Focus Can you think of any changes, which would increase your satisfaction with
teaching as an occupation?
What do you like least about teaching? What bothers you the most?
Is there anything else that you would like to add?
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